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The purpose of this study was to measure music 

performance program enrollments and course availability for 

educationally disadvantaged and non-educationally 

disadvantaged groups (grades 9-12) in Texas, and to further 

examine relationships which could help music educators 

understand the role which music performance programs play in 

the lives of educationally disadvantaged students. 

Data analyzed were collected by Texas' Public Education 

Information Management System (PEIMS). Educationally 

disadvantaged groups under consideration included 

economically disadvantaged, at risk (as defined by Texas 

Education Agency guidelines), limited English proficient, as 

well as Black and Hispanic students. Separate analyses were 

conducted for band, choir, and orchestra. Subjects included 

907,327 students from 1,048 school districts. 

Enrollment rates for contrasting groups of students were 

computed and tested for differences. A second type of 

enrollment rate was analyzed which controlled for differences 

in course availability. Course availability rates were also 



calculated and tested for differences between groups. 

Relationships were sought between the number of students per 

full time equivalent music teacher in a district and music 

program enrollment rates, and between student body 

demographics and music performance enrollment rates. 

Important findings from this study may be summarized as 

follows: (a) music performance programs were available to 

nearly every Texas grade 9-12 student, (b) educationally 

disadvantaged students consistently enrolled in music 

performance programs less often than non-educationally 

disadvantaged students, (c) choir came the closest to 

achieving equal enrollment among contrasting student groups, 

(d) enrollment rate differences were already apparent in the 

lowest grade level measured (ninth), (e) within existing 

programs, large suburban type districts had the greatest 

disparity between enrollment rates of contrasting student 

groups, (f) small and rural type districts came the closest 

to achieving equal enrollment between contrasting student 

groups. 
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CHAPTER 1 

BACKGROUND OF THE STUDY, RATIONALE, 

PURPOSE AND RESEARCH QUESTIONS 

The purpose of this study was to measure music 

performance program enrollments and course availability for 

educationally disadvantaged and non-educationally 

disadvantaged groups (grades 9-12) in Texas, and to further 

examine relationships which could help music educators 

understand the role which music performance programs play in 

the lives of educationally disadvantaged students. Enrollment 

and course availability data for all 9-12 grade students in 

the state were analyzed for differences between educationally 

disadvantaged and non-educationally disadvantaged groups. 

These data were then disaggregated according to various 

student and school district variables in an effort to 

interpret the observed differences. Additionally, 

relationships were studied between the number of students per 

full time equivalent music teacher in a district and music 

program enrollment rates, and between student body 

demographics and music performance enrollment rates. 

Background of the Study 

Public school teachers, administrators, and researchers 

have long recognized that some groups of students within the 



student population typically do not achieve the same level of 

academic success as their peers. These lower achieving 

groups are the educationally disadvantaged: students who have 

been exposed to insufficient educational experiences in 

either the home, community, or in school (Natriello, McDill & 

Pallas, 1990). Educationally disadvantaged students are 

important to educators because they represent the segment of 

the student population which has the greatest difficulty 

achieving school success and ultimately earning a high school 

diploma. 

Over the years, lower achieving groups of students have 

been described using a number of terms including culturally 

deprived (Friedman, 1970; Havighurst, 1964; Riessman, 1962), 

the "culture of poverty" (Brooks, 1966; Deutsch, 1963; Hunt, 

1964; Riessman, 1963), educationally deprived (Passow, 1970), 

disadvantaged (Fantini & Weinstein, 1968), and more recently 

at risk (Barrington & Hendricks, 1989; Catterall, 1987; 

Geminario, Cervalli, and Hunt Ogden, 1992; Kagan, 1990; 

Lichtenstein & Ireton, 1984; Richardson, Casanova, Placier, & 

Guilfoyle, 1989; Stedman, 1982; Texas Education Agency, 

1991a, 1992a). The common thread which binds all those who 

have studied these populations is a shared concern and 

commitment to improving educational practices. 

This investigation incorporates elements of each of the 

definitions above and refers to the troubled youth under 

study as "educationally disadvantaged." Recently developed 



by Natriello, McDill, and Pallas (1990), the term 

"educationally disadvantaged" reflects the acknowledgement 

that home, community, and school factors can all influence 

school success. Any group of students may be considered 

educationally disadvantaged if the members perform 

significantly lower academically than the majority of their 

peers. 

Researchers have identified a number of variables which 

correlate with poor student performance and school failure. 

None of these indicators have been found to be perfect in 

their ability to identify educationally disadvantaged 

students and predict school failure. Each can better be 

described as a generalized indicator which identifies an 

educationally disadvantaged group within the student 

population. 

In developing an operational definition of educationally 

disadvantaged for use in the present study, I selected four 

indicators which seemed to hold the most impact for Texas 

public school education. Thus, students were considered 

educationally disadvantaged if they fell into any one or more 

of the following categories: economically disadvantaged, at 

risk as defined by the Texas Education Agency, limited 

English proficient, and/or minority ethnic group (especially 

Black and Hispanic). Economic disadvantage and minority 

ethnic group membership are by far the two most established 

indicators found in the literature. Limited English 



proficient students are of particular significance to Texas 

in light of its rapidly increasing Hispanic population. At 

risk status, as defined by the Texas Education Agency, 

represents the official state policy regarding the 

identification of potential dropouts. 

The indicators incorporated in this study by no means 

define mutually exclusive groups; on the contrary, a large 

amount of overlap among the groups is acknowledged. Neither 

are all students in any one of these groups necessarily 

unsuccessful in school. Many Black, Hispanic, poor, limited 

English proficient, and at risk students are excellent 

students and carry this excellence on into adult life. 

However, the literature as discussed in Chapter 2 indicates 

that educationally disadvantaged groups of students face much 

greater odds for school success than other students. For 

this reason, educationally disadvantaged student groups need 

special attention from educational policy makers and 

planners. 

The Increasing Significance of Dropouts 

In order to fully appreciate the need for research 

concerning educationally disadvantaged students, a general 

understanding of the impact of students dropping out of 

school is required. Studies of dropouts have led researchers 

to focus on dropout prevention, and thereby to identifying 

and understanding the factors which make some groups of 



students educationally disadvantaged. 

Public school dropouts are not a new phenomenon. Fifty 

years ago, it was only the exceptional students who completed 

a high school education (Wehlage & Rutter; 1987). It was not 

necessary for an individual to acquire a high level of formal 

education to lead a productive, satisfying life. 

The technological progress which has taken place since 

the second World War has lead to a change in the need for 

formal education. From nuclear energy to personal computers, 

superconductors to the space shuttle, technological advance 

is now a way of life. Computer literacy has become as 

important as mathematics skills. The necessity for persons 

from all walks of society to come to terms with the 

implications and uses of these new technologies continues to 

grow. 

For a time, public school dropout rates declined as 

these new demands increased. Wehlage and Rutter (1987) 

state: 

In 1900, for example, about 90 percent of the male youth 

in this country did not receive a high school diploma. 

By 1920 the non-completion rate for males was still 80 

percent, and it was not until the 1950's that the 

dropout rate fell below 50 percent. By the mid to late 

1960's the dropout rate had reached its low point, and 

since then the rate for early school leaving has risen, 

(p. 70) 



During the 1990-91 school year, 53,965 students dropped 

out of school in Texas (Texas Education Agency, 1993a). This 

represents a longitudinal dropout rate of 21.4 percent. 

Researchers estimate that dropouts from a single graduating 

class in Texas will result in losses to the state economy in 

excess of $15 billion (Ramirez & Robledo, 1989). This figure 

includes additional costs of social programs, lost earnings 

and tax revenues, and has been adjusted to account for the 

education and prevention costs necessary to keep dropouts in 

school. As a result of one year of public school dropouts, 

it is estimated that the nation loses an estimated $50 

billion in lifetime earnings (Catterall, 1985; Levin, 1972). 

This estimated cost does not reflect additional burdens 

placed on the country by dropouts, including losses in tax 

revenues, increases in welfare expenditures, costs of crime, 

as well as poorer physical and mental health. School 

dropouts are a serious economic burden to Texas and the 

nation. 

A number of variables have been demonstrated to 

correlate with dropping out of school. Ekstrom, Goertz, 

Pollack, and Rock (1987) divide these variables into 

categories of background, achievement and attitudes, and 

individual behaviors. Background characteristics include 

socioeconomic status, ethnic group membership, family size 

and structure, and geographic location. Achievement and 

attitude variables include test scores, grades, self esteem, 



future educational plans, and satisfaction with school. 

Individual behaviors include delinquency, truancy, pregnancy, 

employment during high school, and enrollment in academic or 

vocational curricula. Race and socioeconomic status stand 

out among these because they are the two background variables 

which most strongly correlate with dropping out of school 

{Ekstrom et al., 1987). 

Poverty has long been recognized as a contributing 

factor to failure in school. Literature dating back to the 

1960's discusses the relationship (Deutsch, 1963; Havighurst, 

1964; Hunt, 1964; Riessman, 1962). Since that time, it has 

been consistently recognized that students from low 

socioeconomic backgrounds drop out of school more often than 

students from higher socioeconomic groups {Ekstrom et al., 

1987). 

Ethnicity has also been shown to correlate highly with 

dropout rates (Ekstrom et al., 1987). In the 1988-89 school 

year, annual Texas dropout rates were highest among American 

Indians (9.0 percent), Hispanics (7.2 percent), and African 

Americans (6.7 percent). Whites (3.5 percent) and Asian 

Americans (3.7 percent) had the lowest dropout rates. In 

that same year, minority students in Texas accounted for only 

48 percent of the student population, but made up almost 65 

percent of the total dropout population (Texas Education 

Agency, 1991b). In the 1991-92 Texas school year, Hispanics 

comprised 32.9 percent of the K-12 population, but accounted 
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for 45.8 percent of the dropout population (Texas Education 

Agency, 1993a). Today, Hispanics account for more Texas 

dropouts than any other ethnic group. 

Population and fertility studies predict increases in 

Texas' minority student population. Since 1970, this 

population has grown from 37 to over 50 percent (Levin, 1986; 

Texas Education Agency, 1993a). The Hispanic student 

population is today the fastest growing ethnic group in Texas 

schools. By 2020, it is projected that Hispanics students 

will overtake Whites as the most numerous ethnic group in 

Texas schools (Marshall & Bouvier, 1986). Since minority 

ethnic group membership and low socioeconomic status have 

been demonstrated to be closely related (Marshall & Bouvier, 

1986), the number and proportion of dropouts is expected to 

increase as the number and proportion of ethnic minority 

students continues to increase in Texas. 

Researchers fear that continued growth of the 

educationally disadvantaged student population will result in 

deepening stratifications within adult society. Levin (1990) 

states: 

In the absence of substantial interventions, the rapidly 

increasing population of educationally disadvantaged 

students will ultimately emerge as a large and growing 

population of disadvantaged adults. The potential 

consequences of ignoring the needs of these students 

will affect not only the disadvantaged but also the 



larger society as well. These consequences include: (l) 

the emergence of a dual society with a large and poorly 

educated underclass, (2) massive disruption in higher 

education, (3) reduced economic competitiveness of the 

nation . . . and, (4) higher costs for public services 

that are in response to poverty, {p. 4) 

Evidence of such a dual society already exists between 

Whites and Hispanics in Texas. While 76 percent of all Texas 

Whites aged 25 and older have completed four or more years of 

high school, only 44 percent of Hispanics have (U.S. Bureau 

of the Census, 1992). 

These demographic shifts, the affects on dropout rates 

that they imply, and the possible consequences they hold for 

Texas* adult population are of key concern to Texas 

educators. Texas music educators, as part of the larger body 

of Texas public school educators, must also concern 

themselves with these developments. 

The Role of Music Performance Programs 

For nearly seventy-five years, American public school 

music educators have justified their presence in the public 

schools by maintaining that music is essential to every 

student. In 1919, Andrew McConathy stated, "Every child 

should be educated in music according to his natural 

abilities, at public expense, and his studies should function 

in the musical life of the community" {Birge, 1939). A few 
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years later, Karl Gehrkins is said to have coined a phrase 

which is often echoed by music educators today, "Music for 

every child, every child for music" (Abeles, Hoffer & 

Klotman, 1984}. 

This view toward participation in music is stated even 

more adamantly by our contemporary music education community. 

The Music Educators National Conference (1992) believes: 

As their right, children at every level must have access 

to a balanced, comprehensive, and sequential program of 

instruction . . . every child must have an equal 

opportunity to study music, and the quality and quantity 

of children's music instruction must not depend on their 

geographical location, social status, racial or ethnic 

status, urban/suburban/rural residence, or parental or 

community wealth, (center insert) 

The Music Educators National Conference (MENC) is a well 

established organization whose roots can be traced back to at 

least 1907. The above statement therefore represents the 

philosophy of American public school music educators with 

respect to the accessibility of their programs. According to 

the MENC, music programs must reach the entire student 

population. By indicating that participation in music must 

not depend on ethnic, social or geographic status, nor on 

parental or community wealth, the MENC clearly feels that 

educationally disadvantaged students must be reached by music 

programs. 
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Music educators report that music programs reach and 

benefit educationally disadvantaged students (Collett, 1991; 

Duerksen & Darrow, 1991; Mondugno, 1991; Schuler, 1991; 

Scripp & Meyaard, 1991). In fact, many music educators use 

their observations when justifying the existence of music in 

the schools. Suzuki (1991) states that: 

My personal observation is that the real underpinning of 

a strong commitment to music, wherever and whenever it 

occurs, is based on the recognition of the fact that the 

demanding process of music learning is applicable and 

transferable to all learning . . . . This undeniable 

connection between music learning and learning in other 

subjects is of special importance to at risk children 

. . . . There is no doubt in my mind that we in music 

can play, in fact we must play, a pivotal role 

increasing the desire of the at risk child to learn, 

(pp. 52-53) 

In support of such statements, music educators 

sometimes point to data such as those appearing in MENC's 

book Data on Music Education (1990). Among other data, this 

book includes information regarding the grade point averages 

of high school seniors participating in music programs 

compared to other activities and clubs. The conclusion music 

educators draw from this information is that music programs 

help to increase overall academic performance. 
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The data the MENC used regarding grade point averages of 

music program participants was originally gathered by the 

United States Department of Education National Center for 

Education Statistics (NCES). The NCES has collected 

information regarding participation in a variety of 

activities and classes for different grade levels (National 

Center for Education Statistics [NCES], 1986, 1990a, 1990b, 

1993c)• Interpretation of these data must be done 

cautiously, since some studies have measured participation in 

both in school and out of school music activities, and others 

have measured only school performance class enrollment. For 

the purpose of this discussion, the studies investigating the 

latter are most relevant. The grade levels for which 

information on music enrollment is available include eighth 

and tenth grades. 

In eighth grade, a large disparity in the music class 

participation rates was apparent across variables such as 

race, family income, parent education, socioeconomic status, 

composite grades and test score groups, and language minority 

versus language majority groups. Music participants were 

typically not only higher achievers, but also consistently 

came from wealthier families, had better educated parents, 

and were White. While participation rates vary for all 

courses with respect to these variables, the disparity in 

music classes was the highest when compared to all other 

arts, vocational, and personal development courses across 
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every one of the variables mentioned above (NCES, 1990a). 

The other courses in this category were art, drama/speech, 

home economics, agriculture, shop, typing, physical 

education, sex education, and consumer education. In other 

words, students from background and achievement groups which 

have been consistently linked with educationally 

disadvantaged status were not enrolled in music classes to 

the extent that they enrolled in other classes. 

Other National Center for Education Statistics data 

(NCES, 1993c) show similar trends and will be examined in 

more detail in Chapter 2. These data do not portray music 

classes as inclusive of students from all backgrounds, 

helping educationally disadvantaged students to succeed in 

school. Rather, the data indicate that music may be the most 

exclusive course in its category. Music students may, on 

average, have higher grades because students from 

disadvantaged backgrounds do not participate. The role of 

music performance programs in the lives of educationally 

disadvantaged students is, therefore, unclear: while music 

educators report that music programs include educationally 

disadvantaged students, evidence indicates that this is not 

the case. In order to resolve this issue, research is 

necessary which specifically targets this question. 

The Texas Education Agency has a unique data base known 

as the Public Education Information Management System 

(PEIMS). PEIMS contains a huge amount of statewide 
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information covering a wide variety of educational 

categories, including school district characteristics and 

individual student characteristics. In the fall of 1993, 

PEIMS began including course enrollment information. The 

nature of PEIMS makes available to Texas music educators a 

resource especially well suited to studying large numbers of 

educationally disadvantaged and non-educationally 

disadvantaged students in detail. 

The practice of conducting secondary analyses of pre-

existing data bases for specific objectives is well 

established in the research literature. For example, Shannon 

(1992/1993) studied American College Test data for 

relationships between student test performance and student 

background and school district variables. Franklin (1993) 

conducted a secondary analysis of data collected as part of 

the longitudinal Cooperative Institutional Research Program 

in a comparison of the effects of contrasting college 

environments. Strykowski (1993) studied math achievement and 

attitudes through a secondary analysis of the Second 

international Mathematics Study data base. Kaufman 

(1989/1990) analyzed high school drop outs based upon data 

from the High School and Beyond national data base. 

Several researchers have made use of Texas' PEIMS data 

base. Price (1991/1992) used PEIMS data in his study of 

organizational climate and achievement. Swetnam (1993) 

sought relationships between district spending and student 
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achievement by analyzing PEIMS data. 

Rationale 

The need for empirical study concerning educationally 

disadvantaged students in Texas' music performance programs 

is threefold: (a) there is a need to avoid conflict between 

music education's stated beliefs and actual practices; 

(b) music educators must seek to insure continued growth of 

Texas' music performance programs in the future, despite 

changing demographics within the student population; and (c) 

music performance programs must continue to operate in 

accordance with principles and guidelines established in 

state and federal laws. 

Since introducing music into American public schools in 

1838, music educators have recognized the need for a stable 

philosophical foundation. Without such a foundation, the 

place of music in the public schools lies open to justified 

criticism. Such concerns are magnified in the current fiscal 

climate of spending cuts at all levels. Music educators, 

therefore, must constantly reassess and reexamine their 

intentions, practices, and results in order to counter 

anticipated criticism. Certainly, any serious breach in what 

is "practiced" and what is "preached" deserves careful 

attention. 

Although music performance programs can fulfill certain 

graduation requirements in the State of Texas, there is no 
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curricular obligation for their existence. Indeed, many-

schools in Texas do not include music performance programs in 

grades 9-12. Music performance programs in grades 9-12 have 

then a particular need for solid philosophical footing. 

Secondly, enrollment figures are relevant to music 

performance programs. Music educators use enrollment figures 

to chart their growth and justify their programs to school 

boards, parents and administrators. As discussed earlier, 

the Hispanic student population is the fastest growing ethnic 

group in Texas1 public schools. If Texas' music performance 

programs follow the trend seen in the National Center for 

Education Statistics studies discussed earlier and do not 

involve ethnic minority (especially Hispanic) students, the 

continuation of current practices could result in decreasing 

music performance enrollments. 

Finally, discriminatory practices in education are 

illegal. The Fourteenth Amendment of the United States 

Constitution states, "No state shall make or enforce any law 

which shall abridge the privileges or immunities of citizens 

of the United States . . . nor deny to any person the equal 

protection of the laws." The Constitution of the State of 

Texas states in Article l, "Equality under the law shall not 

be denied or abridged because of sex, race, color, creed, or 

national origin . . . . No citizen of this state shall be 

deprived of life, liberty, property, privileges or 

immunities, or in any manner disenfranchised, except by due 
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process of the law of the land." 

The State of Texas includes in its Goals for Public 

Education: 

GOAL A: All students shall have access to an education 

of high quality that will prepare them to fully 

participate currently and in the future in the social, 

economic, and educational opportunities available in 

Texas. 

GOAL B: The achievement gap between educationally 

disadvantaged students and other populations will be 

closed. (Texas Education Agency, 1992b; §2.01) 

There is a growing body of literature documenting legal 

interpretations of these and other laws as relevant to music 

and the arts {Richmond, 1990; Wise, 1967). Richmond examined 

the legality of some students having access to music programs 

while other students do not. Richmond concluded that while 

the Fourteenth Amendment of the United States Constitution 

may not be binding to aesthetic education, state laws and 

constitutions could well be. 

Richmond's conclusion is strengthened by a recent court 

decision which declared Texas' public school finance system 

contradicted the state constitution by discriminating 

against poor school districts (Edaewood vs. Kirbv. 1989). If 

public school performance programs were demonstrated to 

discriminate against a particular class of students, such 

practices could be determined to be illegal. 
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Any data describing participants in music performance 

programs is valuable to music educators in evaluating current 

practices and planning for a healthy future. This is 

especially true in Texas, where major demographic shifts in 

the student population are just beginning. Music educators 

need to know whether educationally disadvantaged students are 

included in existing music performance programs. Enrollment 

rates may be computed by dividing the number of enrolled 

students in a course by the total students attending school. 

This type of enrollment rate allows for comparisons of 

enrollments between student groups and school district 

variables. If educationally disadvantaged students are 

enrolled in music performance programs as often as non-

educationally disadvantaged students, music educators can use 

this information as evidence of a healthy discipline, 

prepared for growth into the next century. If educationally 

disadvantaged students are not involved in existing 

performance programs, the music education community has the 

obligation to study the situation further in order to better 

understand how these programs are actually functioning in the 

lives of Texas' students. If variations in enrollment rates 

exist between districts of contrasting size, geographic 

location or setting, those differences may give clues as to 

the nature of the observed enrollment differences. 

Students not participating in music performance programs 

fall into one of two categories: students attending schools 
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which do not offer the course, and students attending schools 

which offer the course but who do not enroll. If a 

particular group of students were denied the opportunity to 

enroll because their school did not have the program, music 

educators should concern themselves with making music 

available in those schools. Practices which deny the option 

to participate to students according to the wealth, 

ethnicity, or language background of the students, or by the 

size, location, or setting of the district should be 

questioned. 

On the other hand, it is also possible that 

educationally disadvantaged students who attended schools 

with music performance programs did not enroll. If this 

occurred at a disproportionate rate, music educators need to 

know which students were (and were not) availing themselves 

to the programs. Were a disproportionate number of students 

from educationally disadvantaged ethnic groups, poor economic 

backgrounds, or with limited English proficiency not enrolled 

in music performance courses, this fact would reflect poorly 

on those programs. Additionally, it is conceivable that 

differences in school size, district setting, or geographic 

location may be linked to variations in group enrollments. 

Such differences could give clues to which types of districts 

were most successful at involving diverse groups of students. 

If differences in enrollment were observed, music 

educators would need to know when the enrollment differences 
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developed. Differences in enrollment could be present from 

the initiation of the programs, or they could develop in the 

higher grade levels. Therefore, information regarding the 

enrollment rates of educationally disadvantaged students in 

music performance programs across successive grade levels is 

also needed. This information would aid in identifying when 

differences in enrollment were developing, and provide 

evidence as to when efforts to equalize enrollment would need 

to take place. 

If differences between enrollment rates of educationally 

disadvantaged and non-educationally disadvantaged students 

were observed, it would be prudent to explore other 

relationships within the PEIMS data in order to more fully 

understand what enrollment differences mean, and provide 

insight for future research projects. Observed differences 

in enrollment rates could possibly be related to the 

availability of music teachers. The number of students 

attending in a school district divided by the number of full 

time music teachers employed therein results in a ratio which 

may be compared across districts of varying student body 

sizes. Were differences in students per full time equivalent 

music teachers related to student body ethnicity, percent at 

risk, or percent economically disadvantaged, this could help 

explain differences in group enrollments, and could also be 

grounds for questioning educational equity across the student 

body. 
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Further relationships may exist between districts' music 

enrollment rates of various student demographic categories 

and the overall proportion of student groups in the student 

body. For example, if Hispanic students consistently had 

high enrollment rates in districts with low proportions of 

White students, and lower enrollment rates in districts with 

high proportions of White students, this could indicate the 

possibility of social variables which relate to music 

enrollment decisions. 

Purpose 

The purpose of this study was to measure music 

performance program enrollments and course availability for 

educationally disadvantaged and non-disadvantaged student 

groups in Texas (grades 9-12, 1992-93 academic year), and to 

further examine relationships which could help music 

educators understand the role which music performance 

programs play in the lives of educationally disadvantaged 

students. 

Research Questions 

1. Were there significant differences between the music 

performance program enrollment rates of educationally 

disadvantaged and non-educationally disadvantaged groups of 

students? 

A. How did geographic location affect music performance 

program enrollment rates of educationally disadvantaged 
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and non-educationally disadvantaged groups? 

B. How did school setting affect music performance 

program enrollment rates of educationally disadvantaged 

and non-educationally disadvantaged groups? 

C. How did 9-12 grade student body size affect music 

performance program enrollment rates of educationally 

disadvantaged and non-educationally disadvantaged 

groups? 

2. When students who attended schools not offering specific 

music performance programs were excluded from analysis, were 

there significant differences between the music performance 

program enrollment rates of educationally disadvantaged and 

non-educationally disadvantaged groups of students? 

A. When students who attended schools not offering 

specific music performance programs were excluded from 

analysis, how did geographic location affect music 

performance program enrollment rates of educationally 

disadvantaged and non-educationally disadvantaged 

groups? 

B. When students who attended schools not offering 

specific music performance programs were excluded from 

analysis, how did school setting affect music 

performance program enrollment rates of educationally 

disadvantaged and non-educationally disadvantaged 

groups? 

C. When students who attended schools not offering 
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specific music performance programs were excluded from 

analysis, how did 9-12 grade student body size affect 

music performance program enrollment rates of 

educationally disadvantaged and non-educationally 

disadvantaged groups? 

3. Were there significant differences between the music 

performance program course availability rates of 

educationally disadvantaged and non-educationally 

disadvantaged groups of students? 

A. How did geographic location affect music performance 

program course availability rates of educationally 

disadvantaged and non-educationally disadvantaged 

groups? 

B. How did school setting affect music performance 

program course availability rates of educationally 

disadvantaged and non-educationally disadvantaged 

groups? 

C. How did 9-12 grade student body size affect music 

performance program course availability rates of 

educationally disadvantaged and non-educationally 

disadvantaged groups? 

4. Was there a relationship between school districts' number 

of students per full time equivalent music faculty and the 

proportion of educationally disadvantaged student groups? 

5. Were differences in music performance program course 

enrollment rates of educationally disadvantaged and non-
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educationally disadvantaged groups already apparent in ninth 

grade, or did the differences develop over subsequent grade 

levels? 

6. Was there a relationship between the proportion of 

students in an educationally disadvantaged group within a 

district and that groups' music performance program 

enrollment rate? 



CHAPTER 2 

RELATED LITERATURE 

This chapter reviews literature relevant to the purpose 

and research questions posed for this study. The review is in 

two parts. The first part discusses literature related to 

the indicators of educationally disadvantaged status used in 

this study. The focus will be on clarifying the nature and 

function of each indicator as explored by past research. The 

second part of this study addresses past research which has 

linked indicators of educationally disadvantaged groups to 

music performance programs (band, choir, and orchestra). 

Indicators of Educationally 
Disadvantaged Students 

Natriello, McDill and Pallas (1990) define educationally 

disadvantaged students as those who have been exposed to 

insufficient educational experiences in the home, the 

community, or in school. Any empirical study examining 

disadvantaged students must go beyond such a definition and 

provide specific, measurable means with which to identify 

the population. Researchers have identified a number of 

variables which correlate with school failure. None of these 

indicators have been found to be perfect in their ability to 

identify disadvantaged students and predict school failure. 

25 
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Each can much better be described as generalized indicators. 

In this sense, educationally disadvantaged students might be 

better conceptualized as educationally disadvantaged groups 

within the student population. 

From the wide variety of indicators mentioned in the 

literature, I have selected four which are especially 

relevant to Texas and its music performance programs. These 

four indicators were selected for two reasons: a) they are 

the most frequently mentioned and well documented of the 

indicators, and b) the measurement of these variables is 

relatively straightforward. The first two, poverty status 

and minority ethnic group membership, represent by far the 

two most established indicators found in the literature. The 

third, limited English proficient students, is of particular 

significance to Texas in light of its rapidly growing 

Hispanic student population. At risk status as defined by 

the Texas Education Agency is the official policy regarding 

identification of potential dropouts in Texas. 

These indicators will by no means define mutually 

exclusive groups; on the contrary, a large amount of overlap 

among groups is anticipated. Neither are all students within 

any of these groups educationally disadvantaged. Many 

Hispanic, Black, limited English proficient, at risk, 

or poor students are excellent students and carry this 

excellence on into adult life. However, the literature 

discussed in this section makes clear the fact that these 
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groups of students face much more difficult odds for school 

success than their peers. 

Economically Disadvantaged 

Family income is the most well established indicator of 

educationally disadvantaged status. It is not surprising 

that students living in higher income families consistently 

perform better and have lower dropout rates that their 

economically disadvantaged peers, since higher income parents 

are often more highly educated themselves and see value in 

pursuing education, and because higher income parents have 

more means available to support their children in difficult 

and trying endeavors. This is especially disconcerting to 

Texas educators, where the population of youth living in 

poverty is on the increase. While 15.6 percent of all Texans 

18 years and older live in poverty, the figure for those 

under 18 years of age stands at 24.0 percent. The proportion 

is even higher (25.6 percent) for persons under 5 years of 

age {U.S. Bureau of the Census, 1992). 

Masters (1969) used a 1/1,000 sample of fourteen through 

seventeen year olds from the 1960 U.S. Census data to 

investigate relationships between family characteristics and 

students failing a grade level or dropping out of school. 

The data were analyzed using multiple regression, and 

included family income, educational attainment of the head of 

the household, and educational attainment of the mother when 
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both parents were present as independent variables. The 

regression equations were then interpreted as conditional 

probabilities. Masters found that living in a low income 

household would nearly double an average student's 

probability of failing a grade level or dropping out. A 

combination of these variables prove even more significant. 

Masters found that, "For children whose parents have little 

education or income, the probabilities [for failing a grade 

level or dropping out] are more than 20 times greater than 

for children from well-to-do families where both parents have 

graduated from high school ..." (Masters, 1969, p. 158). 

Lerman (1972) used data from the March 1967 Current 

Population Survey in combination with other data from the 

Bureau of Labor statistics. The subjects were 6,302 persons 

from across the country aged 16 to 21. As his dependent 

variable, Lerman used subject's self reported primary 

activity. Lerman concluded that there was a significant and 

approximately linear effect of family income on remaining in 

school. Additionally, he found "differences between low and 

middle income and education classes exerted a large impact on 

school activity while differences among the highest classes 

played a very small role" (Lerman, 1972, p. 375). 

Rumberger (1983) used survey data collected in the 

National Longitudinal Survey of Youth Labor Market Experience 

by the Center for Human Resource Research. Rumberger 

narrowed his analysis specifically to subjects aged 18 to 21 
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years who were either high school dropouts, graduates, or had 

completed 12 years of schooling. Independent variables were 

divided into two groups: the first consisted of a number of 

background characteristics and geographic location, and the 

second group included measures of psychological 

characteristics. While Rumberger's data indicated rather 

small effects of income on dropping out of school, in 

combination with other variables rather dramatic effects were 

observed. Rumberger (1983) states: 

As suggested earlier, the magnitude of these effects 

depends on the values of the other independent variables 

. . . . The effects of family background are stronger 

for young people from lower SES families. For example, 

a 1 year increase in mother's education level reduces 

the probability of dropping out by 4 percentage points 

among white females from a lower SES family, but only 2 

percentage points among white female from a higher SES 

family. The other aspects of family background show 

similar differences, (p. 207) 

Later, Rumberger (1983) adds: 

For example, the probability that a young black woman 

from a lower social class background is a high school 

dropout increases by 40 percentage points if she had a 

child within 9 months of leaving school. This 

difference is only 4 percentage points for young black 

women from a higher social class background, (p. 209) 
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The small partial derivative that Rumberger found for 

income alone is perhaps due to the rather large number of 

partial derivatives included in his analysis, and the fact 

that many of these such as parent's education and number of 

siblings are known to correlate highly with income. 

Bianchi (1984) carried out a study in which the effects 

of family income alone can more readily be examined. Bianchi 

(1984) developed "models [which] relate family socioeconomic 

and compositional variables to the likelihood that a child is 

enrolled below the grade that is modal for his age" (P. 186). 

The data Bianchi used came from the 1979 Current Population 

Survey's October school enrollment supplement. Poverty 

status was one of two socioeconomic variables which Bianchi 

included in her analysis, the other being educational 

attainment of the mother. Bianchi found that students living 

in poverty were nearly twice as likely to be retained a year 

in school as ethnically same students living in average 

income households. Bianchi (1984) also found that, "In 

general, probabilities of enrollment below mode are increased 

far more by low socioeconomic status than by family 

compositional factors" (p. 190). 

The most recent data from the State of Texas affirms 

these conclusions. The state annually administers the Texas 

Assessment of Academic Skills (TAAS), which several years ago 

replaced the Texas Educational Assessment of Minimum Skills 

(TEAMS). The TAAS intends to measure "academic skills rather 
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than basic skills" (Texas Education Agency, 1993a, p. 9). 

The TAAS includes measurement of mathematics, reading, and 

writing skills across odd numbered grade levels from third to 

ninth grades, and a final "exit" assessment. 

The 1991 TAAS was administered to almost 1.2 million 

Texas students. The Texas Education Agency (1993a) reported, 

"Economically disadvantaged students had passing rates 14 to 

19 percentage points lower than statewide rates, and over 20 

percentage points lower than passing rates of non-

economically disadvantaged students" (p. 11). 

A number of studies combine family income with several 

other home life characteristics in an assessment of 

socioeconomic status. Although these studies did not allow 

for direct analysis of family income on school success, they 

did provide additional corroborative evidence to the studies 

mentioned above. As part of the Youth in Transition project, 

Bachman, Green, and Wirtanen (1971) carried out what was at 

that time perhaps the largest and most detailed account of 

dropout characteristics. Their study included over two 

thousand adolescent boys from across the United States who 

agreed to participate in a series of surveys. Additional 

data used in the final analysis included reports from 

teachers, counselors, and principals. Data were collected in 

four surveys spaced over four years. Dropouts were then 

compared to stay-ins in responses given both before and after 

dropping out of school. 
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Bachman et al. (1971) measured father's occupational 

status (indicative of income), father's educational level, 

mother's educational level, number of rooms per person in the 

home, and a checklist of possessions in the home as equally 

weighted ingredients of socioeconomic level. Especially-

weighted possessions in the home included encyclopedias, 

dictionaries, globes, etcetera (Bachman, 197 0). The authors 

found that "socioeconomic level is perhaps the most 

fundamentally important of the family background measures in 

the Youth in Transition study" (Bachman, Green & wirtanen, 

1971, p. 26). 

More recent studies ascertain similar conclusions. 

Ekstrom, Goertz, Pollack and Rock (1987) analyzed data from 

the National Center for Education Statistics1 High School and 

Beyond data base. The subjects for the High School and 

Beyond study were a highly stratified sample of approximately 

30,000 high school sophomores in 1980, attending roughly 1000 

high schools across the nation. These students were 

administered a survey, as well as achievement tests in 

civics, mathematics, reading, science, vocabulary, and 

writing. Two years later, 24,000 persons from the original 

sample were given a follow-up survey. 

As part of their analysis, Ekstrom et al. (1987) 

compared students who had dropped out of school to those who 

had stayed in school across a number of variables including 

ability and attitudes, family structure, home educational 
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support system, race/ethnicity, school behavior, and 

socioeconomic status {SES). The High School and Beyond data 

base measures SES as a combination of father's occupation, 

father's educational attainment, mother's educational 

attainment, family income, and in the presence or absence of 

a number of items in the household {National Opinion Research 

Center, 1983). Results indicated that students from low SES 

families dropped out at twice the rate as students from 

medium SES families, and at over three time the rate as their 

peers from high SES families (Ekstrom et al., 1987). 

The available evidence indicates that economically 

disadvantaged students do significantly poorer than their 

peers in school. When other independent variables such as 

geographic location and family characteristics are included 

in these analyses, the perceived relationship of economic 

status on school success seems to decrease. This is likely 

due to the high correlation between economically 

disadvantaged status and other disadvantaged background 

characteristics. 

Minority Ethnic Group Mpjribership 

As noted earlier, the Hispanic population is currently 

the fastest growing ethnic group among Texas students (Texas 

Education Agency, 1993a). Hispanic students are expected be 

the largest ethnic group in Texas' public schools by 2020 

{Marshall & Bouvier, 1986). At the same time, minority 
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ethnic group membership has consistently been found to relate 

with lower academic achievement and higher dropout rates. 

This is especially true for Hispanic and Black students. 

The National Assessment of Educational Progress (NAEP) 

is . . the only nationally representative and continuing 

assessment of what Americas students know and can do in 

various subject areas" {National Center for Education 

Statistics [NCES], 1993a, inside front cover). Assessments 

are periodically administered in a variety of subject areas, 

and provide valuable information regarding the state of 

educational achievement in the United States. The data from 

these assessments allow, among other things, comparisons of 

academic achievement of different ethnic groups in various 

subject areas. The nature of the instruments also allow for 

comparisons across grade levels. 

The most recent NAEP mathematics assessment was 

administered in 1992 (NCES 1993b). Traditionally, only 

national results have been tabulated for the NAEP. However, 

beginning in 1990 the mathematics assessment began publishing 

state performance reports. 2,623 fourth grade and 2,614 

eighth grade students participated in the 1992 mathematics 

assessment in Texas. Limited English proficient and Special 

Education students were excluded from participating. 

For reporting the mathematics scores, the NAEP has 

recently developed a hierarchy of achievement levels at each 

grade level. The achievement levels are intended to aid in 
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interpretation of the scores. The NAEP defines the three 

achievement levels as: 

Basic: denotes partial mastery of knowledge and skills 

that are fundamental for proficient work at each grade. 

Proficient: reflects a consensus that students reaching 

this level have demonstrated competency over challenging 

subject matter and are ready for the next level of 

schooling. 

Advanced: signifies superior performance beyond 

proficient grade-level mastery. {NCES 1993a, p. 40) 

Results from the Texas mathematics assessment show 

substantial disparity in achievement between ethnic groups. 

In fourth grade, 73 percent of Whites and 79 percent of 4 

Asians scored at or above the Basic Level, compared to 31 

percent of Blacks, and 45 percent of Hispanics. Whites 

scored at or above the Proficient Level at 24 percent, Asians 

at 34 percent, while Blacks did at 3 percent and Hispanics at 

8 percent. 

In eighth grade, 7 6 percent of Whites and 87 percent of 

Asians achieved the Basic Level. This compares with 33 

percent for Blacks and 40 percent for Hispanics. Eighth 

graders reached the Proficient Level in the following 

proportions: Asians - 61 percent, Whites - 32 percent, Blacks 

- 7 percent, Hispanics - 8 percent. 

While grade 12 results are not available for Texas, they 

are available from the national data (NCES, 1993a). 7 2 
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percent of Whites, 81 percent of Asians, 34 percent of 

Blacks, and 45 percent of Hispanics scored at or above the 

Basic Level. The Proficient level was attained by 19 percent 

of Whites, 31 percent of Asians, 3 percent of Blacks, and 6 

percent of Hispanics. 

The national data reveal especially disturbing findings 

when differences in average scores for ethnic groups are 

compared across grade levels. For example, the average score 

for grade 8 Whites (277) was higher than that for grade 12 

Blacks (275) and nearly as high as that of grade 12 Hispanics 

(283). 

The 1990 assessment in science shows similar disparity 

(NCES, 1992b). The science assessment involved nationally 

representative samples of public and private school students 

in grades 4, 8, and 12. Approximately 6,500 students 

from each grade were tested. Results from five ethnic groups 

were presented: White, Black, Hispanic, Asian, and American 

Indian. 

At each grade level, the average scores for Whites and 

Asians were the highest among the ethnic groups. Blacks and 

Hispanic scored consistently lower. American Indians scored 

in the middle. Perhaps more notable was that the mean score 

for White fourth grade students (242) was higher than the 

mean scores for either Hispanic or Black eighth graders (241 

and 231, respectively). Similarly, White eighth graders, 

mean score (273) was the same as Hispanic twelfth graders' 



37 

(273), and higher than Black twelfth graders, (256) (NCES, 

1992b). 

The most recent national assessment in writing occurred 

in 1984 (Applebee, Langer, & Mullis; 1986). A total of nearly 

55,000 students from grades 4, 8, and 11 participated. The 

NAEP writing assessment "assessed informative, persuasive, 

and imaginative writing performance by asking students to 

complete job applications, descriptions, reports, analysis, 

letters, stories, and other writing tasks" (Applebee et al., 

1986, p. 5). 

The findings indicated that Whites and Asians 

consistently outperformed Blacks and Hispanics in writing 

tasks at each grade level. Grade 4 Whites and Asians had the 

same average score (163), while Blacks (138) and Hispanics 

(146) scored significantly lower. Grade 8 Whites and Asians 

also averaged the same score (211), while Blacks (186) and 

Hispanics (188) were again lower. In grade 11, Whites 

averaged the highest (224), followed by Asians (219), Blacks 

(200) and Hispanics (200). 

The nature of the instruments allowed for comparisons of 

average ethnic group scores across grade levels. An 

examination of these indicated that grade 8 whites and Asians 

(both at 211) scored better than grade 12 Hispanics (200) or 

Blacks (200). 

Results from achievement tests in the State of Texas 

follow this national trend in achievement. The Texas 
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Assessment of Academic Skills (TAAS), described above, is 

intended to focus ". . .on the student1s higher order 

thinking and skills" (Texas Education Agency [TEA], 1993a). 

In third grade, 68.1 percent of Whites passed, while 44.6 

percent of Hispanics and 42.3 percent of Blacks passed. 

Differences between ethnic groups increased until seventh 

grade, where 50.4 percent of Whites passed, but only 20.6 

percent of Hispanics and 16.7 percent of Black passed. These 

proportions remained fairly constant until the Exit 

examination, where Hispanics, passing rates climbed to just 

higher than half of Whites' passing rate (Whites - 61.6 

passing, Hispanics - 33.1 passing, Blacks - 27.7 passing) 

(TEA, 1993a). 

Dropout rates for Blacks and Hispanics are significantly 

higher than Whites in Texas. The State of Texas has now in 

place the Public Education Information Management System 

(PEIMS). By collecting complete information from every 

school district in the state, the PEIMS data collection 

system and data base are designed to provide Texas' education 

community with the most accurate information possible 

regarding public education. The PEIMS system began 

operations in 1987-88, and now includes dropout data (Texas 

Education Agency [TEA], 1991a). Chapter 3 will discuss PEIMS 

in much greater detail. 

PEIMS data finds that the annual dropout rate for Texas' 

Whites was 3.5 percent in 1988-89, while the dropout .rate 
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for Blacks was 6.7 percent, and 7.2 percent for Hispanics 

(TEA, 1991b). While minority ethnic group students 

comprised 48 percent of the student population, they 

accounted for 65 percent of the dropout population. During 

the 1991-92 school year, Texas' Hispanics made up 32.9 

percent of the total student population, while accounting for 

45.8 percent of the dropout population (TEA, 1993a). 

These disturbing trends in academic achievement and 

dropout rates across ethnic groups result in substantial 

differences in adult educational attainment. Data collected 

in 1990 by the Bureau of the Census (Unites States Department 

of Commerce, 1992) indicate that among Texas residents 25 

years and older, the proportion of Whites without a high 

school diploma was 24 percent. The rates for Hispanics and 

Blacks were 56 and 34 percent, respectively. 

These data must be interpreted with caution. None of 

the above data regarding ethnicity have included controls for 

other background characteristics such as income, parent's 

education, geographic location, etc. Many researchers who 

have investigated ethnicity find that after controlling for 

other background characteristics, Black and Hispanic students 

perform as well as White students (Bianchi, 1984; Ekstrom et 

al., 1987; Lerman, 1972; Rumberger, 1983; Wehlage & Rutter, 

1987) . 

Hispanic and Black ethnic group membership cannot, then, 

be said to cause poorer performance. Differences in 



40 

performance between ethnic groups are due to the fact that 

Blacks and Hispanics more frequently have lower incomes, 

parents with lower educational attainments, and attend 

schools with smaller budgets than Whites. 

Certainly, not all Black and Hispanic students are 

educationally disadvantaged. However, the evidence clearly 

indicates that Blacks and Hispanics, as groups, are 

disadvantaged compared to their peers. The fact that such 

differences continue to exist along ethnic boundaries raise 

questions of educational equality and institutional racism. 

Differences in ethnic groups' performances must therefore be 

a strong concern for all Texas educators. 

Limited English Proficient 

Hie growing population of Hispanic youngsters in Texas 

has increased interest in language background. As the 

Hispanic population continues to grow, the percentage of 

students who speak Spanish or live in homes which include 

Spanish usage also rises. With over 313,000 limited English 

proficient students, the state of Texas has the second 

largest population in the country (Department of Education, 

Office of the Secretary, 1992). In the past, it has been 

difficult to generalize findings regarding the relationship 

between language usage and academic achievement. According 

to Bempechat and Ginsberg (1989): 
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Results of much of the available literature on the 

impact of language on achievement are difficult to 

interpret, primarily because many researchers do not 

distinguish between Hispanic English speaking children 

and Hispanic non-English/limited English proficient 

children. Our understanding of the generally poor 

academic performance of Hispanic children is further 

complicated by the difficulty of untangling effects due 

to ethnicity, language deficiency, and social class, (p. 

10) 

In spite of this caveat f recent research in this area allows 

for a number of interesting, if tenable, conclusions. In 

this discussion, two definitions from the literature will 

prove useful (National Center for Education Statistics, 

1992a): 

Language Minority (LM): A student in whose home a 

non-English language is typically spoken. Such students 

may include those whose English is fluent enough to 

benefit from instruction in academic subjects offered in 

English as well as those whose English proficiency is 

limited. 

Limited English Proficient (LEP): A student whose native 

language is other than English and whose skills in 

listening to, speaking, reading, or writing English are 

such that he/she derives little benefit from school 

instruction in English, (pp. 9-10) 
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There is substantial evidence that LEP is a strong 

indicator of performance among Hispanic youth. The National 

Center for Education Statistics (NCES) has analyzed data 

collected through the National Education Longitudinal Study 

of 1988 (NCES, 1992a). 25,000 eighth graders from over 1,000 

schools nationwide were administered surveys and tests over a 

variety of subjects and experiences. Follow-up data were 

collected in 1990 and 1992. 

The NCES (1992a) reports little or no difference between 

the performance of Hispanic LM students and non-LM students 

in reading and math achievement. On the other hand, among 

Hispanic LM students the percentage of those unable to 

achieve basic achievement levels in reading and math varied 

greatly according to English proficiency. In reading 

achievement, 68.9 percent of low and 27.8 percent of high 

English proficiency students failed to achieve the basic 

level. Similar, although slightly less dramatic, results 

were obtained in math achievement. While 35.1 percent of 

high English proficiency students failed to achieve the 

minimum mathematics level, the figure for low English 

proficiency students was 58.2 percent. These figures have 

been adjusted to control for SES. Other efforts corroborate 

the link between LEP students and lower achievement in school 

(Anderson & Johnson, 1971; De Avila & Duncan, 1980; Linn, 

1965; Veltman, 1980). 
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Steinberg, Blinde and Chan (1984) analyzed data from 

the 197 6 Survey of Income and Education in an effort to 

examine the effects of language use and ethnicity on dropping 

out. Individuals from LM backgrounds who were LEP dropped 

out of school at four times the rate of students from English 

language backgrounds. Among Hispanics from LM backgrounds, 

LEP students dropped out at three time the rate of those who 

spoke English. Steinberg et al. (1984) conclude that 

"Whether an individual speaks English is far more important a 

determinant of dropping out than whether he or she comes from 

a non-English speaking background" (p. 116). 

In fact, LEP may be a better indicator of educationally 

disadvantaged status than ethnicity. The NCES (1978) 

surveyed 160,000 households in 51 independent state samples, 

and analyzed grade retention as a dependent variable. In 

grades 5 through 8; students 2 or more years under grade 

level were first grouped according to ethnic group. Anglo 

enrollment below grade level was 8 percent, non-Anglo 

non-Hispanic was 10 percent, and Hispanic was 12 percent. 

When these same students were grouped by language usage, 

students usually speaking English were retained at 8 percent, 

compared to 25 percent of non-English non-Hispanic students 

and 32 percent of Hispanic origin Spanish speakers, in 

grades 9 through 12, 9 percent of students usually speaking 

English were retained, while 29 percent of non-English non-

Hispanic students and 32 percent of Hispanic origin Spanish-
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speakers were retained. 

This NCES data also suggests that students from Hispanic 

non-English backgrounds are at a greater disadvantage than 

students from other non-English backgrounds. Veltman (1980) 

reached a similar conclusion in his analysis of 1976 Survey 

of Income and Education data. In addition to finding that 

Spanish speaking children consistently had lower than 

expected educational attainments, Veltman (1980) states: 

The analysis showed that while children of Hispanic 

origin and Spanish language tended to have slightly 

lower than expected educational attainment levels, 

children from other language minorities or who had one 

or more parents with a minority language background 

tended to have somewhat higher than expected educational 

attainments. (1980, pp. i-ii) 

This would seem to indicate that there is some special 

disadvantage associated with Spanish language usage which is 

not apparent with other non-English usage. Steinberg et al. 

(1984) offer four possible hypothesis to explain this 

phenomenon: 

First, it may be the case that dropping out is more 

prevalent among minority Hispanic youngsters because 

these youngsters are characteristically more likely than 

other language minority youngsters to be from lower 

socioeconomic backgrounds . . . . A second possible 

reason is . . the strong desire of Hispanic communities 
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to maintain Spanish as a dominant language . . . . [A 

third is] we suspect that prejudice against Hispanic 

youngsters on the part of school personnel is widespread 

in some parts of the country . . . .Finally . . . [it] 

may be a statistical artifact due to the confounding of 

ethnicity, language usage, and circumstances surrounding 

immigration to the United States, {pp. 127-128) 

In summary, while LM status does not at this point have 

a clear relationship with academic performance, LEP status 

does. LEP students have lower achievement levels and higher 

dropout rates than other language groups. Some evidence 

indicates that LEP may be a stronger indicator of 

educationally disadvantaged status than ethnicity. Finally, 

there seems to be a special disadvantage associated with LEP 

Spanish speakers which is not present in other LEP language 

groups. 

While the exact causes of these relationships are 

unspecific, the data on dropout rates, taken together, 

suggest that coming from a economically disadvantaged 

family, not speaking English, and being of Hispanic 

origin all increase the likelihood of early school 

leaving. (Steinberg et al., 1984, p. 117) 

At Risk 

In the early 1980's, a number of reports were published 

almost simultaneously which warned that America's public 
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education system was failing its youngsters and falling 

dangerously behind other industrialized nations (Adler, 

1982; Boyer, 1983; Business - Higher Education Forum, 1983; 

College Entrance Examination Board, 1983; Goodlad, 1983; 

Lake, 1984; National Commission on Excellence in Education, 

1983; National Science Board Commission on Precollege 

Education in Mathematics, Science and Technology, 1983; 

Sizer, 1984; Southern Regional Education Board, 1983; Task 

Force on Education for Economic Growth, 1983). Many states 

joined in this concern, and responded with measures designed 

to address their own particular needs. The State of Texas 

joined in this effort by initiating a number of changes, 

which are today referred to collectively as "educational 

reform." Major components of Texas' educational reform have 

included the "no pass/no play" rule (part of H.B. 72, and 

passed in 1984), the TEAMS exit level examination (also part 

of H.B. 72, changed in 1009-91 school year to the TA&S), a 

new attendance policy (Senate Bill 41,7, section 2.12, passed 

and effected in 1989), and the Driver's License Law (H.B. 

850, passed and implemented in 1989). Other reforms adopted 

in the mid 1980's included teacher testing (TECAT), the end 

of social promotion, smaller class sizes, stiffer graduation 

requirements, the addition of pre-kindergarten classes, a new 

numerical grading system, and more power to schools with 

respect to discipline. 



47 

During this wave of educational reforms, Texas recognized 

the need for dropout prevention. In 1984, 19 TAC 75.195 was 

passed. This law requires school districts to develop and 

implement their own individual dropout reduction plans. As 

part of each school district's plan, they are required to 

identify students likely to drop out. 

Guidelines for identifying potential dropouts are provided in 

19 TAC 75-195 (d)-(g). Texas, law identifies these potential 

dropouts as "at risk" students. The rationale guiding this 

approach is based on the belief that (1) potential dropouts 

can be identified before they actually leave school, and (2) 

intervention strategies are available which can assist those 

students in achieving high school graduation. 

The notion of "at risk" students was not new, nor was it 

developed by the State of Texas. Literature discussing 

college students at risk of dropping out appeared beginning 

in the late 1960's. Public schools began using the 

terminology with greater frequency beginning in the late 

197O's. When Texas adopted it's at risk legislation in the 

mid 1980's, the "at risk" perspective was the most 

contemporary and popular approach available to educators 

regarding potential dropouts. 

Most at risk literature identifies potential dropouts 

primarily by utilizing one or a series of achievement 

variables (some of the literature also utilizes psychological 

variables). As a result, the at risk approach differs 
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substantially from others (culturally deprived, educationally 

deprived, etcetera) since identification does not rely on 

background variables such as ethnicity, economic status, or 

language background. In this way, the at risk literature 

attempts a more clinical analysis of potential dropouts. 

Texas identifies at risk students through a combination of 

mandatory and optional variables, intended to give individual 

schools flexibility. The mandatory criteria for 

identification of students in grades 7 through 12 are stated 

in 19 TAC 75.195 (e). As stipulated in these guidelines, at 

risk students are those who: 

(l) have not been promoted one or more times in grades 

one through six . . . and continue to be unable to 

master the essential elements in the seventh or higher 

grade level; (2) are two or more years below grade level 

in reading or mathematics; 

(3) have failed at least two courses in one or more 

semesters and are not expected to graduate within four 

years of when they entered ninth grade, or; 

(4) have failed one or more of the reading, writing, or 

mathematics sections of the most recent TEAMS/TAAS test 

beginning with the seventh grade. 

Additionally, any student from pre-kindergarten to grade 

twelve is considered at risk if: 

(1) they are homeless, or 

(2) nonhandicapped but reside in a residential 
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placement facility outside the district in which the 

parent/guardian resides [19 TAC 75-195 (f)-(g), 

paraphrased]. 

In addition to the mandatory criteria given above, individual 

schools may apply optional criteria cited in 1.9 TAC 75.195 

(e)(5) and TEC 11-205 (c). These optional criteria include 

virtually any environmental, familial, developmental, or 

social factors which school officials feel puts a particular 

student at risk of school failure. 

The Public Education Information Management System 

(PEIMS) is a relatively new information collection and 

storage system designed to provide and disseminate data 

concerning Texas' public education. Through the PEIMS, 

statewide counts of at risk students are now available. The 

fall 1993 data indicate that 32 percent of ninth graders, 33 

percent of tenth graders, 30 percent of grade 11, and 29 

percent of grade 12 students were identified as at risk (TEA, 

1993b). The general decrease of at risk proportions with 

increasing grade level is likely due to at risk students who 

drop out. 

More minorities were at risk than Whites. In grades 9 

through 12, 24 percent of Whites were categorized at risk. 

This compares to 38 percent of Blacks, 37 percent of 

Hispanics, 29 percent of Native Americans, and 25 percent of 

Asians {TEA, 1993b). This is not surprising considering the 
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ethnicity findings reported above. 

The Texas Education Agency (TEA) is currently completing 

a study assessing the use of the at risk guidelines, and the 

effects of educational reform on at risk students {TEA, 

1991a, 1992a). The evaluation: 

. . . consists of three components: 1) a longitudinal 

study of ninth- and tenth-grade at risk students in the 

50 school districts served by Education Service Centers 

in Regions IV and XX; 2) a case study of eight high 

schools; and, 3) a state survey of high school 

principals to assess their perceptions of the . . . . 

policies. (TEA, 1992a, p. 3) 

The first data from the longitudinal component was 

collected in the 1988-89 school year. Data collection 

continued annually for four years, and included information 

on attendance, test scores, enrollment in regular or college 

bound courses, and additional descriptive information. Data 

gained from the longitudinal component describe how the 

indicators of at risk status are used in practice. In the 

1988-89 school year, 76 percent of the at risk students In 

the sample were identified on the criteria of having failing 

grades, 62 percent had failed the TEAMS, 38 percent had been 

retained, and 23 percent had high absentee rates. Other 

criteria were used less often: 4 percent worked more than 20 

hours per week, 4 percent had chronic health problems which 

led to high absenteeism, 2 percent were pregnant, 2 percent 
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were a teenage parent, l percent attended school in a 

residential treatment center, and less than 1 percent was 

married (TEA, 1991a). These represent duplicate counts, 

since one particular student could be identified as at risk: 

by more than one indicator. It is interesting to note that 

while both mandatory and optional criteria were used in 

identifying at risk students, the most frequently used 

indicators were mandatory guidelines. 

Eight of the schools from the longitudinal component 

were selected for inclusion in the case study component. 

Interviews with teachers, counselors, at risk coordinators, 

and principals were conducted during the spring of 1990. An 

additional data collection instrument was developed to 

collect detailed information regarding the effects of 

educational reform on at risk and "regular" students. 

Data from the case study component indicate that 

approximately half of the dropouts from those.schools were 

labeled at risk before dropping out. TEA (1992a) states, 

"This study continues to reveal that many students leave 

school who were never identified as at risk . . ." (p. 5). 

The shortcomings of Texas, at risk identification criteria 

are apparent to the teachers and administrators who implement 

them. Findings from the case study indicate that: 

Those who have the formal, policy-based definition of at 

risk, find direct conflict with their working concept of 

at risk . . . the state-mandated definition contributes 
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to a general sense of lack of discretionary control on 

the part of the staff dealing with the students who feel 

they have a "practical grasp" of the problem in contrast 

to the "theoretical (inflexible, removed) grasp" they 

perceive in the policies. (TEA, 1992a, p. 5) 

These concerns have prompted the TEA to exercise caution 

when interpreting "at risk." The TEA warns, "the term at 

risk, when applied in an educational context, must not be 

viewed as a technical term (in contrast to its origins as a 

technical term)" (TEA, 1992a, p. 6). 

At issue in the present study is the usefulness of 

Texas' at risk policies in identifying educationally 

disadvantaged students. I have defined educationally 

disadvantaged students as those students who have been 

exposed to insufficient educational experiences. While the 

at risk criteria do not identify all dropouts, they have been 

demonstrated to identify approximately half. This proportion 

is significantly higher than those found with other 

indicators of disadvantaged students. 

The TEA warns against the use of at risk status as a 

technical term. This warning is primarily aimed at teachers, 

counselors, and administrators who may use at risk 

identification criteria to label individual students. The 

current study intends to use Texas' at risk criteria in 

identifying a large group of students statewide which has 

been exposed to insufficient educational experiences. With 
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these caveats in mind, I feel that the Texas at risk criteria 

can serve this purpose. 

Educationally Disadvantaged Students 
and Music Performance Programs 

The only available study which has focused primarily on 

music enrollment and course availability of educationally 

disadvantaged versus non-educationally disadvantaged students 

was that of Zack (1953). In 1953, Melvin L. Zack completed 

his doctoral dissertation designed "to determine whether or 

not the public schools of Kansas are providing to all 

children equal opportunities for participation in 

instrumental music classes" (p. 7). The rationale behind 

Zack's study began from the viewpoint that the United States, 

as the leader of the free world, was bound to exemplifying 

equality in all of its institutions. Education, as perhaps 

the most contributing factor in perpetuating the cultural and 

political heritage of a nation, must also provide equal 

opportunity for all. Zack felt, however, that this equal 

opportunity was limited to students of "equal ability and 

interests" (p. 6). According to Zack: 

If public schools offered as varied a group of 

instrumental music activities as possible to provide 

opportunities for participation to children at all 

levels of interest for music and ability in music, there 

would be little cause for such an investigation. 

However, the majority of public schools limit themselves 
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to bands and orchestras of as proficient performing 

ability as possible. This being the case, individual 

differences in interest and in ability would seem 

legitimate democratic criteria for limiting 

participation in such selective and elective 

organizations. (1953, p. 6) 

Therefore, Zack set out to determine whether skin color, 

religion, socioeconomic status (SES), size of family, or 

nationality background had any relationship to instrumental 

ensemble participation and retention when controlling for 

intelligence, musicality, interest in music, and home support 

for music. 

A sample of 940 eighth and twelfth graders was selected 

from an initial pool which included the entire state. Zack 

determined that the nature of this study required as diverse 

a sairple population as possible. The selection of the sample 

focused initially with determining which cities and towns 

within the State of Kansas were the most diverse with respect 

to race, foreign or native born citizens, educational 

attainment, and occupational levels. Cities of various sizes 

were then selected primarily on the basis of these rankings, 

although practical considerations sometimes interfered with 

selecting the most diverse cities. The final sample 

consisted of a total of 960 subjects. 

Zack utilized I.Q. to measure intelligence. Some of the 

schools in the sample already had I.Q. scores on file, which 
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Zack utilized. In schools with no previous I.Q. scores 

available, the Otis-Quick Scoring Tests of Mental Ability 

Gamma and Beta were administered. All I.Q. scores were then 

converted to Z scores. Zack did not report the reliability 

estimates for this test. 

Musical ability was measured utilizing Gaston's A Test 

of Musicalitv. Zack reported that Gaston published 

reliability estimates for this test ranging from .88 to .90. 

Zack used the opening section of Gaston's test to measure 

interest for music. These scores were then transformed into 

Z scores. 

Zack developed his own tool to measure home support for 

music. Professional music educators were consulted who 

assisted in identifying a number of ways home settings vary 

which could contribute to home musical support. The music 

educators acted as judges in determining the validity and 

relative importance of each area. Four areas were identified 

and assigned varying weights. Item discrimination values for 

individual test items were also determined by judges. 

No pilot test administration of this instrument was 

conducted which would compare to standard practices upheld 

today. Validity of the final product was established by 

having a music educator with a close association with one of 

the communities assign his own values for home musical 

support for students with which he was acquainted. These 

scores were then compared to those measured with the 
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instrument by utilizing a T test. Split halves reliability 

estimates were calculated on results from a random sample of 

the students participating in the main study. Reliability 

was estimated between .77 and .87. 

SES was measured on the basis of the occupation of the 

head of the family. This information was acquired through 

the use of a student questionnaire. Zack used a scale 

developed by Warner which ranks occupations by social status 

and income. Warner's occupation scale was designed to used 

in combination with two other weighted variables in a 

determination of SES, but problems encountered by Zack did 

not allow this additional information to be gathered. Zack 

elected to use the occupational information available to him, 

and concerted this data into ranking utilizing Warner's 

scale. Information regarding ethnicity, religious 

affiliation, size of family, nationality background, and 

music participation were also gathered from the student 

questionnaire. 

Analysis of these data began with the calculation of a 

composite score from the individual scores of intelligence, 

musicality, interest in music, and home support for music. 

The arithmetic mean of the Individual T scores for each of 

the above variables were computed. This became the composite 

score. Students with similar composite scores, but of 

differing ethnicity, SES, religious affiliation, nationality 

background, and family size were compared according to their 
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participation and retention in instrumental music. This was 

accomplished through a complex procedure relying primarily on 

an analysis of variation by the method of ranks developed by 

Johnson. 

Zack reported the following findings: 1) participants in 

instrumental music had significantly higher composite scores 

of intelligence, musicality, interest for music, and home 

support for music than non-participants in 12 of the 15 

participating schools, 2) with the composite score held 

constant, there was no significant association between 

participation and SES, religion, family size, and 

nationality background, 3) there was no significant 

association between ethnicity and participation when Black 

and Whites of comparable composite scores were compared, 4) 

participants in all schools had significantly higher 

composite scores than students who had discontinued 

instrumental music study, 5) the was no significant 

association between instrumental music retention and either 

SES, family size, nationality background, and religious 

affiliation among students with comparable composite scores, 

and 6) the data suggested that ethnicity was not associated 

with instrumental music retention. The general conclusion 

Zack reached was that "the public schools of Kansas are 

providing to all children equal opportunities for 

participation in instrumental music classes" (p. 132). 
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Zack's dissertation was remarkable in several respects. 

First, the date of its completion precedes general public 

interest in civil rights and educational equality. The 

organized civil rights movement which reached it's climax in 

the 1960's is today generally thought of as having begun with 

the Brown vs Board of Education decisions of 1954 and 1955. 

Zack's interest and work in this area must therefore be 

regarded as ahead of its time. 

Secondly, in his review of literature, Zack found no 

earlier studies which concerned themselves with educational 

equality in music education. I have been unable to discover 

any studies conducted after Zack with a comparable research 

purpose. Therefore, Zack's dissertation appears to stand as 

unique in scope. 

However, there are aspects of Zack's work which render 

applicability to Texas' contemporary music education system 

inappropriate. First and foremost is the philosophical 

viewpoint from which the research questions were written. 

Zack states that, "the majority of public schools limit 

themselves to bands and orchestras of as proficient 

performing ability as possible. This being the case, 

individual differences in interest and ability would seem 

legitimate democratic criteria for limiting participation" 

(p. 6). From this, Zack reasoned that only students of 

similar interest and ability should be compared according to 

participation and retention in instrumental music. 
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One might argue that students from all levels of ability 

should be included in any comparison. The fact that most 

performing organizations concern themselves with training 

groups with "as proficient performing ability as possible" 

does not make such practices either "legitimate" or 

"democratic." Music educators today argue that music is 

essential for every child, not for every child with above 

average ability. Music education today is clearly trying to 

move toward a position nearer other "hard" subject areas such 

as science and mathematics. The Music Educators National 

Conference believes: 

As their right, all children must be given the 

opportunity to explore their musical abilities to the 

fullest extent possible through instruction that is 

equal to that provided in other basic subjects of the 

curriculum and is responsive to the individual needs of 

each child. (1992, special insert). 

Secondly, while several steps undertaken in Zack's 

methodology would be considered questionable by today's 

standards, the sample of subjects is particularly 

problematic. Although Zack undertook pains to select a 

diverse sample of subjects, the variance of demographic 

characteristics in the sample pales next to Texas1 

contemporary public school population. For example, Texas' 

grade 7 through 12 student population is 50.7 percent white, 

32.9 percent Hispanic, 14.0 percent Black, and 2.5 percent 
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"other" (Texas Education Agency, 1993a). Zack's sample was 

97.5 percent white, 2.5 percent Black, 0.0 percent Hispanic, 

0.0 percent "other" (1936 White subjects, 24 Black subjects). 

Not only is such a sample unrelated to contemporary Texas, it 

simply does not reflect the type of diversity necessary for 

Zack's research purpose. Zack did concede in his 

recommendations that, "Kansas communities may be too 

homogeneous to test the issues raised in this study" (p. 

132) . 

Music Attitudes and Educationally 
Disadvantaged Students 

The majority of studies which have examined music 

attitudes have attempted to establish relationships with 

effective music instruction. However, a few studies have 

included analysis of student characteristics and their 4 

relationship to music attitudes. Of these, I am aware of 

four which have included indicators of educationally 

disadvantaged status and music attitudes. Three of these 

explored socioeconomic status and any possible relationship 

it held with music attitudes, and one sought relationships 

between academic achievement and music attitudes. 

Socioeconomic Status (SES) 

Watson (1968) compared attitudes of low socioeconomic 

status (SES) students to those of middle and high SES 

students. A total of 502 Oklahoma high school students were 
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administered questionnaires and an information checklist. 

School administrators supplied information regarding the 

economic status of each student. Watson found that higher 

SES students had more positive music attitudes toward music 

than their low SES peers. Interestingly, he also found that 

higher SES students participated more often in music 

performance programs than their peers, and that music program 

participation and the ability to read music were also factors 

in positive music attitudes. Unfortunately, an analysis of 

the relationship between SES and music attitudes which 

controlled for music participation was not presented. 

Therefore, Watson's findings concerning the effect of student 

SES on music attitudes are impossible to interpret. 

Crawford (1972) sought relationships between student SES 

and attitudes toward music, as well as home musical interest. 

A total of 646 fourth, fifth, and sixth graders were 

administered music attitude and interest inventories, and 

were in addition classified by socioeconomic status. The 

results were controlled for I.Q., grade level, sex, musical 

intelligence, rhythm aptitude, and teacher attitude toward 

teaching music. 

Crawford found no relationship between socioeconomic 

status and student attitudes toward either in-school or 

out-of-school music. Students from all socioeconomic groups 

held equally positive attitudes toward music. On the other 

hand, Crawford did find that homes higher in socioeconomic 
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status had higher home musical interests. Since parents to a 

large degree control the musical life of a household, one can 

reason that parents higher in socioeconomic status are more 

active musically and bring more music into the household than 

lower socioeconomic parents. While students from all 

socioeconomic backgrounds may have equally positive attitudes 

toward music, those from higher socioeconomic households tend 

to benefit from richer musical experiences in the home. 

Williams (1972) used college students as subjects to 

investigate relationships between musical aptitude, 

instruction, social status, and attitudes toward music. 

While a total of 229 students were included in the entire 

study, only 162 were included in the segment of the study 

which categorized them by socioeconomic status. Williams 

measured socioeconomic status as a combination of occupation 

of the family head, education of the family head, and total 

family income. Students' musical attitudes were measure by 

an author constructed semantic differential instrument. 

Students listened to a variety of musical selections from 

five selected musical styles, and were asked to respond to 

each one on a seven point scale. 

Williams found that, "the three levels of socioeconomic 

status . . . did not significantly influence the attitudes 

held toward the five categories of music" (1972, p. 369). As 

part of the analysis Crawford also examined each of the three 

individual factors used to indicate socioeconomic status in 
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an effort to see if they could predict attitudes toward any-

one of the five musical styles presented. Once again, there 

was no relationship. 

While low socioeconomic status per se is not an 

indicator of disadvantaged status in the present study, 

measurement of SES always includes some assessment of family 

income as one of its constructs. Low SES therefore relates, 

albeit indirectly, to economically disadvantaged status. The 

results from these studies are by no means conclusive. 

However, there is no evidence which indicates that low SES 

students have less positive attitudes toward music than their 

peers. Crawford did look for a relationship between family 

income alone and music attitudes, and found none. 

Additionally, Crawford's data suggest that students from 

lower SES households have less musically active home 

environments. Musical experiences in school would then be 

especially crucial to low SES students. 

Academic Achievement 

Kehrberg (1984) sought relationships between a number of 

variables including music attitude, musical aptitude, musical 

achievement, school music participation, academic 

achievement, and student's outside of school environment. 

Subjects chosen for this study were 169 students from grades 

4-12 from a homogeneous German-Menonite community. Kehrberg 

hoped that such a homogeneous sample would help reduce the 
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effects of confounding variables such as ethnicity, 

religious, and other cultural background characteristics. As 

part of his analysis, Kehrberg analyzed for significant 

relationships between academic achievement and music 

interest. Kehrberg found that there was not a significant 

relationship at the d =.05 level. 

Summary 

Little research has sought relationships between 

indicators of educationally disadvantaged students and music 

interest. However, the existing evidence agrees that neither 

student SES nor academic achievement has any relationship to 

music interest. One must therefore assume that educationally 

disadvantaged students have the same interest in music as 

their non-disadvantaged peers. Any differences in 

participation rates between educationally disadvantaged and 

non-disadvantaged students are likely due to factors other 

than student musical interest. 

Music Performance Program Participation and 
Educationally Disadvantaged Students 

This section will review literature which links music 

performance program participation to indicators of 

educationally disadvantaged status. Zack (1953) is the only 

effort to this author's knowledge which has attempted to 

measure educationally disadvantaged student's participation 

in music performance programs in a systematic methodology. 
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However, ancillary findings from studies investigating other 

aspects of music participation, and from efforts to describe 

general student course taking patterns, are available. Some 

of these have included variables of both music participation 

and indicators of disadvantaged status. Those studies are 

reviewed here. Because the present study focuses on the 

particular characteristics of educationally disadvantaged 

students, I have elected not to review music participation 

studies which have not included the indicators of 

disadvantaged status employed in this study. 

The studies reviewed in this section are divided into 

three groups according to separate indicators of 

educationally disadvantaged status. The first group includes 

findings relating socioeconomic status to music performance 

program participation. The second group of studies have 

included data concerning music performance program 

participation by students from different ethnic groups. In 

the third section, literature relating academic achievement 

to music performance program participation will be reviewed. 

Some of the large studies conducted by the National Center 

for Education Statistics contain information relevant to more 

than one of these sections, and therefore will appear more 

than once in this discussion. 
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Socioeconomic Status 

This study recognizes economically disadvantaged home 

life as an indicator of educationally disadvantaged status. 

Students from economically disadvantaged families earn lower 

grades, score lower on standardized achievement tests, fail 

grade levels, and drop out of school more often than their 

non-disadvantaged peers. While scant evidence is available 

which directly links family income with music performance 

program participation, a number of studies have sought 

relationships between socioeconomic status (SES) and 

participation. Since SES and economic status are closely 

linked, I have included studies in this review which have 

linked SES to music performance program participation. 

Wolfle (1969) investigated relationships between 

selected factors and instrumental music participation and 

continuation in the Cincinnati Public Schools. Twelfth 

graders were administered a questionnaire, and additional 

data was collected from interviews with music supervisors who 

served the schools. Wolfle found that students from middle 

or upper SES families were more likely to begin instrumental 

music study than those from low SES families. 

Bulthaus (1983/1984) constructed a survey instrument to 

measure student costs related to attending high school in 

Iowa. The survey was administered to 22 high school 

principals. Bulthaus did not measure the effects of income 

on music performance program participation, but he did find 
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that instrumental music costs were among the most often 

reported and highest of all academic subject areas. 

The High School and Beyond (HS&B) data base is a 

continuing, longitudinal effort of the National Center for 

Education Statistics (NCES). The study began with a 

nationally representative sample of 1980 sophomores, 

followed them through high school graduation, into college 

and finally the work place. The study is designed to measure 

the effects of personal background and school variables on 

the adult lives of these students. 

Data collected in the HS&B effort include participation 

in music. The NCES (1986) found that participation rates in 

"band or orchestra,, were highest for students from high SES 

backgrounds (16 percent), slightly lower for middle SES 

students (15 percent), and lowest for students from low SES 

backgrounds (10 percent). Participation of students in 

"chorus or dance" followed the same general pattern (high SES 

- 22 percent, middle SES - 19 percent, low SES - 18 percent). 

Unfortunately, in the above analysis music activities 

were compared with extracurricular activities. The analysis 

was based on students' responses to the question, "Have you 

participated in any of the following types of activities 

either in or out of school? [italics added]" (NCES, 1986, p. 

3). Therefore, these findings do not represent participation 

in school music, and should be interpreted accordingly. 
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The latest longitudinal effort of the NCES is the 

National Education Longitudinal Study of 1988 [NELS:88] 

(NCES, 1990a, 1990b, 1993c). The NELS:88 represents the most 

comprehensive and detailed NCES investigation to date 

concerning students and the conditions which best enable them 

to succeed. The NCES:88 began with a sample of 24,599 eighth 

grade students from 1,052 schools across the nation. 

Follow-up surveys have been conducted on the same group in 

tenth and twelfth grades, and future collection efforts will 

continue at two-year intervals. Data collection has included 

cognitive tests, as well as student, teacher, school, and 

parent surveys. The variety of data sources are intended to, 

"enhance the quality and quantity of data collected on 

student academic achievement and social development" {NCES, 

1990b, p. ix). 

Data concerning participation in music performance 

programs are available from the NELS:88. Since these data 

are based on course enrollments, they can be considered much 

more valid in the present discussion than the HS&B findings 

described above. The NELS:88 base year survey found a direct 

relationship between eighth graders' SES and music 

enrollment. Students in the highest SES quartile 

participated the most often (52.1 percent), followed by the 

second highest (46.0 percent), the third highest (44.8 

percent), and finally the lowest SES students (39.7 percent). 
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A comparison between music classes and other arts, 

vocational, and personal development courses is especially-

disturbing. While participation rates of SES quartiles vary-

in all courses of this group, the difference between lowest 

and highest SES quartile participation is greater for music 

classes than any other (Music - 12.7 percent, Art - 2.6 

percent, Drama/Speech - 4.2 percent, Home Economics - 4.1 

percent, Agriculture - 4.6 percent, Shop - 5.4 percent, 

Typing - 1.5 percent, Physical Education - 9.5 percent, Sex 

Education - 2.7 percent, Consumer Education - 1.8 percent) 

(NCES, 1990a). 

Data from the NELS:88 first follow-up survey provides 

information regarding tenth grade student participation in 

music. These data find that tenth grade students from high 

SES backgrounds participate in band and orchestra more often 

than those from middle or low SES groups (NCES, 1993c). In 

this case, band and orchestra participation was compared 

against performing arts, athletics, and school government and 

club activities. The difference between SES group 

participation rates was greater in "band or orchestra" (6.2 

percent) than any other performing arts activity including 

Cheerleading (0.9 percent), Drill Team (1.6 percent), and 

School Play or Musical (3.7 percent) [NCES, 1993, p. 137]. 

Compared to athletic activities, "Band or Orchestra" had 

greater disparity between SES group participation than 

Baseball/Softball, Basketball, Football, Soccer, Swim Team, 
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or "other team sports." Only Individual Sports had greater 

disparity than "Band or Orchestra." 

Ethnicity 

To this authors knowledge, only Zack (1953) has sought 

to measure the music performance program participation rates 

of students from different ethnic groups in a systematic 

methodology. However, some relevant findings are available 

from NCES studies, and are reviewed here. 

The High School and Beyond (HS&B) study is a 

longitudinal effort of the NCES. HS&B music participation 

data (NCES, 1986) have been analyzed according to ethnicity. 

This study finds that among 1982 senior men, American Indians 

had the highest participation in Band or Orchestra (28 

percent), followed by Blacks (17 percent), Whites (12 

percent), Hispanics (12 percent), and Asians (11 percent). 

Among women, Whites had the highest participation (16 

percent), followed by Blacks and Asians (both at 1.5 

percent), Hispanics (13 percent) and American Indians (7 

percent). 

Chorus or Dance participation by men was highest for 

Blacks (18 percent). Next highest were Hispanics (12 

percent), Whites (10 percent), American Indians (9 percent), 

and finally Asians (8 percent). Black women participated the 

most often (36 percent), followed by Whites and Hispanics 

(both at 27 percent), Asians (23 percent) and American 



71 

Indians (21 percent). 

It is essential to keep in mind that these HS&B data do 

not represent participation in school music alone. Students 

were responding to the question, "Have you participated in 

any of the following activities either in or out of school 

this year? [italics added]" (NCES, 1986, p. 3). These data 

therefore reflect student participation rates in church, 

community, family, informal peer ensembles, as well as in 

school music. 

Another NCES study, the National Education Longitudinal 

Study of 1988 [NELS:88] (described earlier), measured course 

enrollments in music programs. This data has also been 

analyzed according to student ethnicity (NCES, 1990a). 

Enrollment by eighth graders in music programs was highest 

among Whites (48.7 percent), followed by Asians (40.7 

percent), Blacks (40.3 percent), Native Americans (39.1 

percent), and finally Hispanics (30.7 percent). 

The differences between high and low ethnic group 

participation rates was higher for Music (18.0 percent) than 

for any other arts, vocational, or personal development 

course including Art (10.6 percent), Drama/Speech (5.0 

percent), Home Economics (10.8 percent), Agriculture (5.3 

percent), Shop (11 percent), Typing (6.2 percent), Physical 

Education (11.1 percent), Sex Education (6.8 percent), and 

Consumer Education (4.1 percent). 
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The HS&B and NELS:88 data discussed present two very-

different pictures of music participation. These 

differences are likely due to the fact that the HS&B data 

measured music participation both in and out of school, and 

the NELS:88 data measured enrollment in school music courses. 

Since the current discussion concerns only concerns school 

music, the NELS:88 findings are especially worth noting. 

The differences between the findings also may represent 

important information in themselves. These findings suggest 

that Blacks and Hispanics do not participate in school music 

as often as Whites, but do participate in outside-of-school 

musical activities at least as often as Whites. Apparently, 

the school music programs are not reaching the Black and 

Hispanic youngsters to the same degree that they reach White 

students. 

Academic Achievement 

The State of Texas identifies educationally 

disadvantaged students as "at risk" students. The present 

study also considers at risk students to be educationally 

disadvantaged. No data are available concerning the 

participation of at risk youth in music performance programs. 

However, a number of studies contain information regarding 

music performance program participation and academic 

achievement. Since low academic achievement scores are by 

far the most frequent identifier of at risk youth in Texas, a 
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discussion of this literature is relevant to the current 

investigation. 

Haynes (1982) sought relationships between scores from 

the 1977-78 ACT assessment and selected student and school 

variable. Subjects included a randomized sample totaling 

12,343 students from Iowa, Kansas, South Dakota, North 

Dakota, Minnesota, Missouri, and Nebraska. One of the 

student characteristics included in Haynes' analysis was 

participation in school music. Haynes found that 

participants in instrumental music had significantly higher 

ACT scores than non-participants (d =.05). 

As described earlier, Kehrberg (1984) utilized a 

homogeneous population of German-Mennonite students to 

examine relationships between musical aptitude, music 

achievement, music attitude, music participation, and 

student's outside of school environment. When analyzing for 

relationships between music participation and academic 

achievement, Kehrberg found no significant relationship 

between participation in Choir and academic achievement at 

the d = .05 level. However, a moderate relationship was 

observed between 4-8 grade Band participation and academic 

achievement, indicating that students enrolled in Band had 

significantly higher academic achievement than non-

participants. 

Frakes (1984/1985) investigated differences between 

secondary school music program participants, non-
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participants, and discontinuing students. Subjects included 

83 graduates from one school district. Independent variables 

included music achievement, academic achievement, and music 

attitude. Frakes found that music program participants had 

significantly higher test scores on the Iowa Test of Basic 

Skills than either non-participants or discontinuing 

students. 

Parish (1984/1985) sought relationships between academic 

performance, educational aspirations, and extracurricular 

activity participation. A random sample of 501 eighth 

graders from seven West Texas junior high schools served as 

subjects. While music was considered an extracurricular 

activity, separate results for music participators were not 

presented. Parish concluded that extracurricular activity 

participators achieved higher grade point averages and had 

higher educational aspirations than non-participators. 

The High School and Beyond data base (described earlier) 

includes information concerning music participation and 

academic achievement (NCES, 1986). The data indicate that 

students with the highest grade point averages (3.51 - 4.00) 

participate in band or orchestra approximately two and a half 

times as often as students with the lowest grade point 

averages (2.00 or less). Participation rates in Chorus or 

Dance are higher for students with higher grade point 

averages as well, but the differences between participation 

rates of students from high and low grade point average 
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groups is much less than for Band or Orchestra. High grade 

point average students participated in Chorus or Dance 

approximately 30 percent more often than students with low 

grade point averages. These data reflect participation not 

only in school music programs, but in church, community, 

family, and other music activities as well. 

Data from the NELS:88 (NCES, 1990a, 1990b) include music 

participation rates for students with varying composite 

grades. Music participation rates for eighth graders with 

composite grades in the highest quartile (51.9 percent) were 

substantially higher than for students in the lowest quartile 

(39.0 percent). Such differences were apparent for all 

courses in this category, but differences in Music 

participation rates (12.9 percent) were greater than any 

other course in this category including Art (1.2 percent), 

Drama/Speech (1.9 percent), Home Economics (0.9 percent), 

Agriculture (2.7 percent), Shop (4.3 percent), Typing (l.l 

percent), Physical Education (6.6 percent), Sex Education 

(0.2 percent), and Consumer Education (l.l percent). 

An analysis of eighth graders composite test scores 

reveal similar results. Music participation rates for 

students scoring in the highest composite test quartile 

(54.2 percent) were much higher than for students from the 

lowest quartile (37.7 percent). Once again, the difference 

in participation between groups was higher for Music (16.5 

percent) than for any other course in this category including 
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Art (1.9 percent), Drama/Speech (2.5 percent), Home Economics 

(3.3 percent), Agriculture (7.1 percent), Shop (3.5 percent), 

Typing (4.4 percent), Physical Education (14.7 percent), Sex 

Education (3.6 percent), and Consumer Education (5.1 

percent). 

Summary 

The available evidence indicate that students from low 

socioeconomic status families, minority ethnic groups 

(especially Blacks, Hispanics, and American Indians), and 

with low academic achievement participate less often in 

public secondary school music programs than their non-

disadvantaged peers. Information concerning the 

participation of limited English proficient students is not 

available. While all courses and activities have different 

participation rates for different student groups, evidence 

indicates that music programs are not as successful as other 

courses or activities in achieving equal involvement of 

educationally disadvantaged and non-disadvantaged groups. 

The lack of studies exploring these issues in detail 

underscores the need for further investigations. 

Music Performance Program Retention and 
Educationally Disadvantaged Students 

Concern for music performance program growth has 

prompted a number of researchers to examine factors which may 

influence students, music program continuation decisions. 
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These studies have commonly explored students' stated reasons 

for discontinuing music study, teacher competencies, 

students' perceptions of the teacher and the program, and 

relationships between measured musical aptitude and 

continuation decisions. Excepting Zack (1953), no studies 

have attempted to measure retention of educationally 

disadvantaged students in a systematic methodology. However, 

a few investigations have included analyses of relationships 

between music program retention and indicators of 

educationally disadvantaged status. 

Economic Status 

Several studies have looked at relationships between 

economic status and music performance program retention. 

Tate (1962) used 138 fifth and sixth grade subjects to 

examine reasons why some students continued instrumental 

music study after the first year, and some did not. Economic 

background was measured by the parents' occupation. Tate 

concluded that student interest was the primary factor which 

influenced retention, and that students' economic background 

had no effect. 

Kruth (1964/1965) interviewed high school seniors in the 

Oakland public schools, and compared responses between 

students currently enrolled in instrumental music and those 

who had enrolled earlier their academic career and later 

discontinued study. Additional data was gathered from 
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teacher interviews and students' personal files. Although 

students reported that the cost of instrumental music was a 

problem, Kruth further analyzed socioeconomic variables from 

the student's files and concluded that SES did not relate to 

music program retention. 

Wolfle (1969) investigated relationships between 

selected student characteristics and decisions to begin and 

continue school instrumental music. Because Wolfle examined 

differences between students who started and did not start 

instrumental music, as well as between students who continued 

and did not continue instrumental music, this study presents 

a more detailed account than either Tate (1962) or Kruth 

(1964). Wolfle's subjects were limited to 948 twelfth 

graders from the Cincinnati public schools. Wolfle (1969) 

concluded that: 

Students who come from middle or upper class families 

. . . have a greater tendency to start some form of 

instrumental music than do students from lower class 

families. . . there is no indication, however, that 

students in the former group will remain in instrumental 

music any longer than those in the latter. The data 

indicate that students beginning instrumental music have 

similar chances of continuing instrumental music study, 

regardless of their socioeconomic backgrounds, (p. 97) 

In a study designed to measure the relative 

effectiveness of traditional versus individualized 
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instruction in instrumental music study, McCarthy (197 9/1980) 

included analysis of relationships between student SES and 

instrumental music program retention. Nearly 1,200 fifth and 

sixth graders served as subjects. SES was measured by 

examination of, "census-tract income information derived from 

a recent unpublished sociological study that generated a map 

of dichotic socioeconomic cells for all geographic areas 

within the city. Using student addresses, a high/low 

category of SES was assigned to students by locating their 

residence on the SES map" (McCarthy, 1979/1980, p. 64). 

McCarthy concluded that low SES contributed to music 

program attrition. Since McCarthy based his measurement of 

SES strictly on geographic location, such conclusions are, in 

this author's opinion, unwarranted. Since a number of 

teachers and schools were involved in the study, geographic 

location would imply not only student SES, but also 

community, school, and teacher effects. Since McCarthy did 

not report controlling for such effects, the credibility of 

this particular finding is questionable. 

Klinedinst (1989) conducted a study designed to search 

for predictors of music performance achievement and program 

retention. A total of 205 fifth grade students from seven 

schools in rural Pennsylvania participated. As part of the 

analysis, the effect of SES on music program retention was 

examined. SES was measured with a two factor index utilizing 

the parents' education level and occupation. Klinedinst 
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found that SES was a relatively strong predictor of student 

continuation in music study. However, between school 

differences in SES were also found, indicating that these 

findings may also included between school differences such as 

teacher effects, community differences, and the like. 

Klinedinst conceded that, "although results of the 

discriminant function analysis indicated socioeconomic status 

to be the best indicator of student retention, the predictive 

value of this variable may be somewhat lessened by the 

between school differences reported for socioeconomic status" 

(1989, p. 124). 

Drawing generalizations on the basis of these four 

studies should be done cautiously. Tate (1962) used family 

income as a variable, while Kruth (1964), Wolfle (1969), and 

Klinedinst (1989) used a combined measure of SES. 

Additionally, none of these studies targeted educationally 

disadvantaged students as the focus of their study. In spite 

of this, the most reliable of these studies agree that 

neither economic status nor SES have any effect on 

instrumental music retention. However, there is some 

indication that between school differences may be a 

confounding variable in multiple school analyses. 

Ethnicity 

McCarthy (1979/1980) included an analysis of ethnicity 

it his study of music program retention (described above). 
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He concluded that student ethnicity did not relate with music 

program retention. 

Excepting Zack (1953), the McCarthy study represents the 

only information available concerning relationships between 

ethnicity and music program retention. More information in 

this regard is clearly needed. 

Academic Achievement 

A few studies have been conducted which sought 

relationships between academic achievement and music 

performance program retention. While academic achievement is 

not one of the indicators of educationally disadvantaged 

status selected for use in the present study, it does 

associate strongly with at risk status. Low academic 

achievement is by far the most frequent identifier of Texas 

at risk students. For this reason, these studies are 

included in this review. 

Tate (1962), mentioned above, studied factors which 

influence instrumental music program retention. Subjects in 

this study were sixth graders attending the Omaha public 

schools. One of the factors included in Tate's analysis was 

academic achievement. Tate measured academic achievement by 

using reading comprehension scores from the Iowa Test of 

Basic Skills. Tate concluded that there was no significant 

difference in reading achievement between students who 

continued and discontinued instrumental music study. 
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Casey (1964) studied instrumental music program 

retention in the Moline, Illinois public schools. Subjects 

included all students in the school system grades 5 through 

12 who had ever been enrolled in instrumental music. Casey 

then compared students who had discontinued to those who were 

still enrolled in instrumental music. One of the variables 

examined was academic achievement as measured by grade point 

averages. Casey concluded that there was little or no 

difference between grade point averages of students who 

continued and those who had discontinued instrumental music 

study. 

These studies represent the only evidence available 

which links academic achievement to music performance program 

retention. Both studies agree that academic achievement 

bears no relationship to continuation decisions in 

instrumental music. 

Summary 

There is scant evidence available which links music 

performance program retention to characteristics of 

educationally disadvantaged students. No research has been 

designed which was directed toward educationally 

disadvantaged students. Neither is there any evidence 

available which included choral music students as subjects. 

There exist only ancillary findings, all of which come from 

studies conducted nearly thirty years ago. Nevertheless, the 
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most reliable evidence concurs that neither economic well 

being, ethnicity, nor academic achievement bear any 

relationship with instrumental performance program retention. 

Educationally Disadvantaged Students 
and Music Performance Programs: Summary 

Only Zack (1953) has conducted an investigation which 

focused on educationally disadvantaged students in music 

performance programs. Zack found little or no difference 

between disadvantaged and non-disadvantaged groups with 

respect to music performance program participation or 

retention. Because Zack sought differences only between 

students of similar interest and ability, and because the 

experimental population included very few Black and no 

Hispanic students, the applicability of these findings to the 

current investigation remain in doubt. 

Other studies have included ancillary findings which are 

of interest. I have divided these studies into three groups: 

studies considering music attitudes and educationally 

disadvantaged students, those examining music performance 

program retention and educationally disadvantaged students, 

and others investigating music performance program retention 

and educationally disadvantaged students. 

Only a few researchers have sought relationships between 

indicators of educationally disadvantaged status and music 

interest. However, the existing evidence agrees that neither 

student socioeconomic status (SES) nor academic achievement 
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has any relationship to music interest. Any differences 

between disadvantaged and non-disadvantaged groups with 

respect to music performance participation or retention must 

therefore be due to factors other than music interest. 

The available findings indicate that students from low 

SES families, minority ethnic groups (especially Blacks, 

Hispanics, and American Indians), and with low academic 

achievement participate less often in public secondary school 

music programs. Evidence indicates that music programs are 

not as successful as other courses or activities in achieving 

equal involvement of educationally disadvantaged and non-

disadvantaged groups. 

There is scant evidence which links music performance 

program retention to indicators of educationally 

disadvantaged students. However, all available research 

indicates that neither economic well being, nor academic 

achievement, bear any relationship to instrumental 

performance program retention. I found no studies which have 

considered choral music retention and educationally 

disadvantaged student characteristics. 



CHAPTER 3 

METHODOLOGY 

The purpose of this study was to measure music 

performance program enrollments and course availability for 

educationally disadvantaged and non-educationally 

disadvantaged groups (grades 9-12) in Texas, and to further 

examine relationships which could help music educators 

understand the role which music performance programs play in 

the lives of educationally disadvantaged students. This 

chapter details the methodology employed in this inquiry. 

Because this investigation made use of information collected 

by the Texas Education Agency's Public Education Information 

Management System (PEIMS), a brief description of PEIMS is 

presented first. Next, the population under consideration is 

described. Thirdly, each variable is accounted for in terms 

of its measurement and source. Finally, the specific data 

analysis procedures which were employed in each research 

question are detailed. 

The Public Education Information 
Management System (PEIMS) 

The Public Education Information Management System 

(PEIMS) is a project of the Texas Education Agency (TEA). 

PEIMS is designed to, "provide accurate and comprehensive 
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information about the public education system in Texas to the 

educational community" (Public Education Information 

Management System [PEIMS], 1991, p. l.o-l). The two major 

components of PEIMS are the data collection system and the 

data base. 

The PEIMS data base contains information from a variety 

of sources, but most of the data are gathered through the 

PEIMS data collection system. The responsibilities within 

the PEIMS data collection system are divided among three 

parties: the individual school districts, local Educational 

Service Centers, and the TEA in Austin. 

Each individual school district is required to supply 

detailed information to its local Educational Service Center 

concerning students, staff, and budget several times each 

academic year. All information supplied must meet 

specifications detailed in TEA'S Data Standards, published 

annually. 

The local Educational Service Centers train school 

district personnel to meet the data submission standards, and 

act as consultants to school districts throughout the data 

collection process. Once the data have been supplied to the 

Educational Service Centers, they are checked for errors, 

edited, and reformatted so that they can be transferred to 

the TEA. 

The TEA is responsible for training Educational Service 

Center personnel for their role in the data collection 
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process. Once data have been transferred from Educational 

Service Centers to the TEA, the TEA carefully checks the data 

for proper formatting, discrepancies, unlikely entries, and 

other errors before finally entering the data into the PEIMS 

data base. 

information obtained through PEIMS data collection 

organization constitute the majority of the PEIMS data base, 

but some information is obtained from other sources within, 

and outside of, the TEA. These other sources include student 

and teacher test score files, teacher certification files, 

and tax rate and property value information. The majority of 

the data to be used in the present investigation were 

collected by the PEIMS data collection system. The source 

for each of the data elements used in the current 

investigation will be indicated below. 

The PEIMS data are only as reliable as the local school 

district reports from which they originate. School districts 

and educational service centers are required to report all 

information honestly and in accordance with specific 

guidelines. No reliability figures are available for PEIMS 

data. This study is based on the assumption that school, 

Educational Service Center, and TEA staff all follow these 

guidelines to the best of their ability. The State of Texas 

and the Texas Education Agency believe that PEIMS data are 

the most complete and accurate data available. 
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The Population 

The nature of the PEIMS database made possible an 

analysis of the entire 1992-93 Texas grade 9-12 public school 

population. This included 907,327 students from 1,048 school 

districts. Of those students, 261,246 were economically 

disadvantaged, 59,189 were limited English proficient, 

408,986 were considered at risk, 298,694 were Hispanic, and 

124,410 were Black. Graphic representations of the 

population broken down according to educationally 

disadvantaged and non-educationally disadvantaged groups 

appear in Figures 1-4. 

Measurement of Variables 

This section will identify how each variable under 

consideration in this investigation was measured. The 

variables involved in this study included: (a) student 

characteristics, including economic disadvantage, minority 

ethnic group membership, limited English proficient, at risk 

status, and student achievement; (b) school district 

characteristics, which included district size, geographic 

location, and urban/rural/suburban setting; and (c) dependent 

variables, which included student course enrollments, 

district course offerings, and students per full time 

equivalent music faculty. 
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Figure l 

Percentage of at risk and not at risk students 

At Risk 45.1% 

Not At Risk 54.9% 

Figure 2 

Percentage of economically disadvantaged and non-economically 

disadvantaged students 

Econ. Dis. 28.8% 

I Not Econ. Dis. 71.2% 
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F i g u r e 3 

Percentage of limited English proficient (LEP) and not LEP 

students 

I LEP 6.5% 

I Not LEP 93.5% 

F i g u r e 4 

Percentage of five manor ethnic groups 

0 White 50.6% 

B Hispanic 32.9% 

H Black 13.7% 

1 1 1 Asian 2.5% 

1 Native American 0.2% 
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Student Characteristics 

The information regarding economic disadvantage was 

reported to the Texas Education Agency (TEA) by local school 

districts via the PEIMS data collection system during the 

1992-93 school year. The present investigation considered a 

student economically disadvantaged if he/she met at least one 

of the following criteria: (a) was eligible for free or 

reduced price meals under the National School Lunch and Child 

Nutrition Program; (b) was from a family living below the 

federal poverty line; (c) was eligible for federal funding 

from the Aid to Families with Dependent Children or other 

similar programs; (d) received a Pell grant or similar form 

of need based state or federal assistance; (e) was eligible 

for programs under the Job Training Partnership Act; (f) was 

eligible for assistance under the Food Stamp Act of 1977; or 

(g) was eligible for services under the under Chapter I of 

Title I of the Elementary and Secondary Education Act of 1965 

(PEIMS, 1993). 

Student ethnicity was reported by local school districts 

to the TEA through the PEIMS data collection process during 

the 1992-93 school year. The following ethnic groups were 

recognized: (a) American Indian or Alaskan Native; (b) Asian 

or Pacific Islander; (c) Black, non-Hispanic; (d) Hispanic; 

and (e) White, non-Hispanic. 

Information regarding English proficiency was submitted 

to the Texas Education Agency by local school districts 
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during the 1992-93 school year, as part of the PEIMS data 

collection effort. Students were identified as limited 

English proficient by a Language Proficiency Assessment 

Committee, or by a designated professional according to 

criteria established in 19 TAC, Section 89.6. 

Identification of at risk students was done by local 

school districts, and the information was then transferred to 

the TEA as part of the 1992-93 PEIMS data collection. 

Students were identified as at risk if they met at least one 

of the following guidelines: 1) were not promoted at least 

once in grades one through six, and were still unable to 

master the essential elements in the seventh grade or higher; 

2) were at least two years below grade level in reading or 

math; 3) failed at least two courses and were not expected to 

graduate within four years of entering ninth grade; 4) failed 

at least one of the reading, writing, or math sections of the 

most recent grade 7-12 TAAS; 5) were homeless; or 6) were 

non-handicapped and resided in a residential placement 

facility outside the district of parent/guardian residence 

(PEIMS, 1993). 

District characteristics 

Total district enrollment for grades 9-12 was reported 

to the TEA by local school districts as part of the 1992-93 

PEIMS data collection effort. This investigator then 

constructed four successive student body size quartiles with 
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equal numbers of school districts in each quartile. These 

quartiles were labeled smallest, small, large, and largest. 

The geographic regions used in this study were based in 

part on the pre-existing Educational Service Center regions 

assigned by the TEA. A map of the twenty Educational Service 

Center regions appears in Figure 5. The twenty Educational 

Service Center regions were then grouped by this investigator 

into five larger regions: north, south, east, west, and 

central (Figure 6). In doing so, boundaries were established 

which were intended to preserve the existing regional 

perceptions of native Texas educators. Geographic location 

information is part of TEA'S Organization Master Files. 

District setting reflects the type of community in which 

a school district is located. Settings ordered from most 

urban to increasingly rural would read: major urban, major 

suburban, other central city, other central city suburban, 

independent town, non-metro fast growing, non-metro stable, 

and rural. Information regarding district setting is part of 

the TEA'S Organizational Master Files. The TEA criteria by 

which district settings were established are (Texas Education 

Agency, 1994): 

Major Urban -- districts with the largest refined 

average daily attendance (ADA) in counties of at least 

450,000, or any other district in the county that has at 

least 7 5 percent of the largest district's in that 

county. 
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Figure 5 

Texas Educational Service Center regions 

Figure 6 

Geographic regions used in this study 
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Major Suburban -- any district in a county with a 

population of at least 450,000 and an ADA that is at 

least 15 percent of largest district in that county, or 

more than 4,500 ADA. Furthermore, districts are 

included in this category if they are contiguous to any 

major urban district and they have an ADA that is at 

least three percent of the largest district (in their 

county), or are contiguous and have an ADA of at least 

4,500. 

Other Central City - - districts with the largest ADA in 

counties with populations of 100,000 to 450,000, or any 

other district in the county that has an ADA that is at 

least 75 percent of the largest district's in that 

county. 

Other Central City Suburban -- any district in a county 

with a population of 100,000 to 450,000 and an ADA that 

is at least 15 percent of the largest district. 

Furthermore, districts are included in this category if 

they are contiguous to any other central city districts 

and they satisfy both of the following conditions: a) 

They have an ADA that is at least 3 percent of the 

largest district (in their county), and b) they have an 

ADA that is greater than or equal to the state median of 

718 ADA. 

Independent Town -- the largest districts in counties 

with population of 25,000 to 100,000, or any other 
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district in the county with a population at least 75 

percent of the largest district's. 

Non-Metro Fast Growing - - districts which fail to be in 

any of the above categories and which exhibit a five 

year growth rate that is at least 20 percent and an ADA 

that is at least 300 . . . 

Non-Metro Stable - - district which fail to be in any of 

the above categories, yet have an ADA greater than or 

equal to the state median of 718. 

Rural - - district s which fail all of the above tests 

for placement fall into this group. These districts 

either have an ADA between 300 and 718 with a growth 

rate less than 20 percent, or they have an ADA less than 

300. 

Dependent Variables 

Student enrollment in music performance programs was 

measured by course completion data. This data was sent to 

the TEA in the summer of 1993 by local school districts via 

the PEIMS data collection system. For the purposes of this 

investigation, the following courses were considered music 

performance courses: Band I, Band II, Band III, Band IV, 

Choral Music I, Choral Music II, Choral Music II, Choral 

Music IV, Orchestra I, Orchestra II, Orchestra ill, Orchestra 

IV. For the sake of clarity, these courses were grouped into 

categories of Band, Choir, and Orchestra. 
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This investigation was limited to the study of only 

band, choir, and orchestra because they are by far the most 

widely offered music performance courses in the state, and 

represent the focal points of secondary level music 

education. Some music courses were thereby excluded from 

consideration. These included courses in Applied Music, 

Dance Band, Guitar, Instrumental Ensembles, Jazz Combo, MIDI 

Synthesis Performance Ensemble, Music Synthesis, Musical 

Theater, Opera Workshop, Piano Performance, Show Choir, Vocal 

Ensembles, and Vocal Techniques. Each of these excluded 

courses had statewide enrollments of less than 6000 (0.68% of 

high school population) in the Fall of 1992 (TEA, 1992c). 

School district course offering information was 

inferred from data gathered in the 1992-92 PEIMS data 

collection. School districts were classified as those 

offering particular music performance programs, and those 

which do not. Any school district which had students 

enrolled in a particular music performance course were 

considered to offer that course, and visa versa. 

Data describing the number of full time equivalent music 

faculty in a particular district were collected as part of 

the 1992-93 PEIMS data collection effort. By describing 

music faculty in terms of full time equivalents, the data 

allowed for differences between full and part time music 

faculty. For example, a faculty member who teaches half the 

day in Science and the other half in Band would be considered 
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0.5 full time equivalent in Music. Likewise, a faculty 

member employed full time, but only for half the academic 

year, would also be considered 0.5 full time equivalent in 

Music. By dividing the number of students in a particular 

district by the full time equivalent music faculty, these 

figures were adjusted for district size. Such a figure may 

be interpreted several ways: (a) as an indication of the 

accessibility of faculty to students, and (b) as a 

measurement of a school district's financial commitment to 

music. 

Data Analysis 

The raw data utilized in this investigation were 

acquired from the Texas Education Agency between fall 1993 

and spring 1994. They were then entered into a mainframe 

computer utilizing the Conversational Monitor System at the 

University of North Texas. Analyses were conducted during 

the spring and summer of 1994 with the assistance of 

Statistics for the Social Sciences (SPSS) software. 

Enrollment Rates 

Enrollment totals were tabulated for each of the 

educationally disadvantaged and non-educationally 

disadvantaged groups under consideration in this study. 

Enrollment rates were calculated by dividing [the number of 

students from a particular group who were enrolled in a 

particular music program] by [the total number of students in 
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that group]. Differences between contrasting group 

enrollments were tested for significance with z tests for 

differences in proportions for independent samples. The 

enrollment data was then disaggregated according to 

geographic region, district setting, and 9-12 grade student 

body size quartile. 

Enrollment Rates Controlled for Course Availability 

The number of students from contrasting student groups 

who attended districts offering specific music programs were 

tabulated. Enrollment rates controlled for course 

availability were then tabulated by dividing [the number of 

students from a particular group enrolled in a particular 

course] by [the number of students from that group who 

attended districts offering that course]. Differences in 

controlled enrollment rates were tested for statistical 

significance with z tests for differences in proportion for 

independent samples. The enrollment data was then 

disaggregated according to geographic region, district 

setting, and 9-12 grade student body size quartile. 

Course Availability Rates 

Course availability rates were computed by dividing [the 

number of students from a particular group attending 

districts offering a particular course] by [the total number 

of students in that group]. Differences in course 

availability rates were tested for statistical significance 
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with z tests for differences in proportions for independent 

samples. The course availability data was then disaggregated 

according to geographic region, district setting, and 9-12 

grade student body size quartile. 

Full Time Equivalent Music Teachers 

Frequency distributions were constructed for the 

following school district variables: number of students per 

full time equivalent music teachers, proportion of 

economically disadvantaged students, proportion of at risk 

students, proportion of LEP students, proportion of Hispanic 

students, and the proportion of Black students. Examination 

revealed that each of the frequency distributions 

approximated the normal distribution. This information, in 

conjunction with the relatively large school district N 

(1048), allowed the analysis to proceed with Pearson £ 

correlation coefficients. Pearson r correlation 

coefficients were then run between school districts' number 

of students per full time equivalent music faculty and the 

proportion of economically disadvantaged, at risk, LEP, 

Hispanic, and Black students. 

Enrollment Across Grade Levels 

Music performance program enrollment data were 

disaggregated by grade level. Unfortunately, a breakdown by 

grade level of all ethnicity groups was not provided by the 

Texas Education Agency. Rather, Hispanics and Blacks were 
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grouped together into one group. Grade level music 

performance program enrollment information was therefore 

available for the following comparisons: economically 

disadvantaged with not economically disadvantaged, at risk 

with not at risk, limited English proficient (LEP) with not 

LEP, Hispanics and Blacks with Whites. 

District Student Body Demographics and Enrollment Rates 

Frequency distributions were created for each of the 

following school district variables: proportion economically 

disadvantaged, proportion at risk, proportion limited English 

proficient (LEP), proportion White, proportion Hispanic, 

proportion Black, proportion Asian, and proportion Native 

American; as well as for the band, choir, and orchestra 

enrollment rates for each of these groups. Inspection of 

each of the frequency distributions revealed that the 

distributions all approximated the normal distribution. 

Given as well the comparatively large N (1,048), it was 

assumed that these data could be analyzed with parametric 

statistics. Pearson £ correlation coefficients were then 

computed between school districts' proportion of 

educationally disadvantaged groups and that same group's 

band, choir, and orchestra enrollment rates. 



CHAPTER 4 

RESULTS OF THIS STUDY 

The purpose of this study was to measure music 

performance program enrollments and course availability for 

educationally disadvantaged and non-disadvantaged student 

groups in Texas {grades 9-12, 1992-93 academic year), and to 

further examine relationships which could help music 

educators understand the role which music performance 

programs play in the lives of educationally disadvantaged 

students. This chapter presents the findings from the 

present investigation. 

Research Question l 

Were there significant differences between the music 

performance program enrollment rates of educationally 

disadvantaged and non-educationally disadvantaged groups of 

students? 

Tabulations of statewide music enrollment totals appear 

in Table 1 along with the total number of students enrolled 

in school from educationally disadvantaged, non-

disadvantaged, and ethnic groups. Enrollment rates for the 

various student groups and performance programs were computed 

by dividing (a) the number of students in a particular 

student group enrolled in a particular music program, by (b) 

102 
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Table 1 

Number of students enrolled in music performance programs, bv 

student group and type of music program 

Enrolled 
in Band 

Enrolled 
in Choir 

Enrolled 
in 
Orchestra 

Total 
Grade 9-12 
Students 
Enrolled 
in School 

All Students 84,B02 
(9.3) 

39,17 0 
(4.3) 

7,317 
(0.8) 

907,327 

Economically 
Disadvantaged 

17,311 
(6.6) 

8,848 
(3.4) 

1,169 
(0.4) 

261,246 

Not Economically 
Disadvantaged 

67,491 
(10.4) 

30,322 
(4.7) 

6, 148 
(1.0) 

646,081 

At risk 26,283 
(6.4) 

14,623 
(3.6) 

1,768 
(0.4) 

408,986 

Not At Risk 58,519 
(11.7) 

24,547 
(4.9) 

5,549 
(1.1) 

498,341 

LEP 1,303 
(2.2) 

1,305 
(2.2) 

110 
(0.2) 

59,189 

Not LEP 83,499 
(9.8) 

37,865 
(4.5) 

7,207 
(0.8) 

848,138 

White 52,740 
(11.5) 

23,744 
(5.2) 

4,124 
(0.9) 

459,354 

Hispanic 22,376 
(7.5) 

7 ,917 
(2.7) 

1,770 
(0.6) 

298,694 

Black 8,237 
(6.6) 

6,542 
(5.3) 

559 
(0.4) 

124,410 

Asian 1,292 
(5.7) 

880 
(3.9) 

843 
(3.7) 

22,827 

Native American 157 
(7.7) 

87 
(4.3) 

21 
(1.0) 

2,042 

Mote. Enrollment rates appear in parenthesis. Enrollment 

rate is the number of students from a given group enrolled in 

a particular music program divided by the total number of 

students in that group enrolled in school. 
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the total number of students in that group enrolled in 

school. These enrollment rates appear in parenthesis in 

Table l. These enrollment rates are presented in bar graph 

form in Figures 11-14 to allow for comparisons across 

contrasting student groups. 

Noteworthy are the differences between enrollment rates 

of educationally disadvantaged and non-disadvantaged groups. 

Educationally disadvantaged groups consistently enrolled less 

frequently than non-disadvantaged groups. An exception to 

this is the breakdown by ethnicity for choir, in which Blacks 

participated more frequently than Whites, while Hispanics 

still enrolled much less frequently than Whites. 

The differences between educationally disadvantaged and 

non disadvantaged group enrollment were tested for 

significant differences with z tests. The results from these 

analyses appear in Tables 2-5. All of the differences in 

enrollment between educationally disadvantaged and non-

disadvantaged groups were statistically significant at the d 

= .01 level, with the exception of choir, where the 

difference between Black and White enrollment was not 

significant. 

Sub-question 1A 

How did geographic location affect music performance 

program enrollment rates of educationally disadvantaged and 

non-educationally disadvantaged groups? 
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Figure 7 

Comparisons of music performance program enrollment rates for 

economically disadvantaged and not economically disadvantaged 

students 

j Econ. Dis. 

I Not Econ. Dis. 

Band Choir Orchestra 

Mote. Enrollment rate is the number of students from a given 

group who are enrolled in a particular music program divided 

by the total number of students in that group. 
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Figure 8 

Comparisons of music performance program enrollment rates for 

at risk and not at risk students 

Band Choir Orchestra 

I At Risk 

I Not At Risk 

Note. Enrollment rate is the number of students from a given 

group who are enrolled in a particular music program divided 

by the total number of students in that group. 
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Figure 9 

Comparisons of music performance program enrollment rates for 

limited English proficient (LEP) and not LEP students 
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Note. Enrollment rate is the number of students from a given 

group who are enrolled in a particular music program divided 

by the total number of students in that group-
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Figure 10 

Comparisons of music performance program enrollment rates for 

student ethnic groups 
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Note. Enrollment rate is the number of students from a given 

group who are enrolled in a particular music program divided 

by the total number of students in that group. 
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Table 2 

z values for differences in enrollment between educationally 

disadvantaged and non-educationally disadvantaged groups in 

music performance programs 

Band Choir Orchestra 

Econ. Dis. vs. 
not Econ. Dis. 

56.601* 27 .7,23* 24.310* 

At Risk vs. 
not At Risk 

86.564* 31.489* 36.098* 

LEP vs. not 
LEP 

61.767* 26.152* 17 .460* 

Note. The critical value for z in a two tailed test of 

significance {d = .01) is 2.326. 

Note. *P < .01 

Table 3 

z values for differences in band enrollment between ethnic 

groups 

| White J Hispanic Black Asian Native 
American 

White m m » . . » • 49.723* 27.215* 5.368* 

Hispanic 56.817* 9.97 5* 10.212* 0.337 

Black 49.723* 9.97 5* 5.424* 1.922 

Asian 27.215* 10.212* 5.424* 
m m 

3.749* 

Native 
American 

5.368* 0.337 1.922 3.749* 

Note. The critical value for z in a two tailed test of 

significance (6 = .01) is 2.326. 

Note. *P < .01 
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Table 4 

2 values for differences in choir enrollment between ethnic 

groups 

J White | Hispanic Black Asian Native 
American 

White mm - 1.262 8.802* 1.851 

Hispanic 53.558* 42.541* 10.753* 4.505* 

Black 1 .262 42.541* 8.908* 2.007 

Asian 8.802* 10.753* mm 0.908 

Native 
American 

1.851 4.505* 2.007 0.908 

Note. The critical value for z in a two tailed test of 

significance {5 = .01) is 2.326. 

Mote. *p < .01 

Table 5 

z values for differences in orchestra enrollment between 

ethnic groups 

White Hispanic Black Asian Native 
American 

White 14.783* 15.729* 40.824* 0.624 

Hispanic 14.783* mm 5.738* 50.287* 2.551* 

Black 15.729* 5.738* 46.387* 3.841* 

Asian 40.824* 50.287* 46.387* 6.299* 

Native 
American 

0.624 2.551* 3.841* 6.299* H 
Note. The critical value for z in a two tailed test of 

significance (d = .01) is 2.326. 

Note. *p < .01 
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Enrollment data were disaggregated by geographic 

location. The geographic location analysis divided districts 

into five groups: north, east, south, west, and central. 

The band, choir, and orchestra enrollment rates as 

disaggregated by geographic location appear in Tables 6-8. 

While differences in total music performance enrollment rates 

were observed across geographic regions, the differences 

between educationally disadvantaged and non-disadvantaged 

groups remained consistent within regions. Educationally 

disadvantaged groups of students enrolled less often than 

non-educationally disadvantaged groups. 

Sub-question IB 

How did school setting affect music performance program 

enrollment rates of educationally disadvantaged and non-

educationa1lv disadvantaged groups? 

Enrollment data were analyzed according to school 

district settings (major urban, major suburban, other central 

city, other central city suburban, independent town, non 

metro fast growing, non metro stable, and rural). The 

criterion used in establishing the eight school district 

setting categories are described in detail in Chapter 3. The 

findings from these analyses appear in Tables 9-11. 

For band, substantial variation in overall enrollments 

were observed in different school district settings. Rural 

schools had the largest proportion overall enrollment 
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Table 6 

Percentage of students enrolled in band, bv aeocrraphic region 

and student group 

North East South west Central 

All 
Students 

9.4 7 .9 8.7 12.1 11.2 

Econom-
ically 
Disad-
vantaged 

6.0 4.9 6.9 8.9 7.2 

Not 
Econom-
ically 
Disad-
vantaged 

10.3 8.7 10.4 14.0 12.5 

At Risk 6.3 5.1 6.5 8.6 7.4 

Not At 
Risk 

11.5 10.4 10.6 15.8 13.9 

LEP 1.3 1.0 3.1 2.3 1.3 

Not LEP 9.7 8.3 9.7 12.8 11.4 

White 11.1 10.2 10.5 15.7 13.2 

Hispanic 5.0 5.1 8.3 9.5 8.2 

Black 7.0 6.0 5.3 8.3 7.5 

Asian 5.8 5.2 7.5 7.7 6.0 

Native 
American 

7.8 8.0 1.2 7.9 11.3 

Note. Percent enrollment is the number of students from a 

given group who are enrolled in a particular music program 

divided by the total number of students in that group. 
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Table 7 

Percentage of students enrolled in choir, bv geographic 

region and student group 

North East South West Central 

All 
Students 

5.1 4.3 2.8 5.3 3.8 

Econom-
ically 
Disad-
vantaged 

4.8 3.5 2.2 3.8 3.1 

Not 
Econom-
ically 
Disad-
vantaged 

5.2 4.5 3.5 6.1 4.0 

At Risk 4.6 3.5 2.3 4.1 3.0 

Not At 
Risk 

5.4 5.0 3.4 6.4 4.4 

LEP 4.4 2.7 1.2 2.4 1.5 

Not LEP 5.1 4.4 3.1 5.5 3.8 

White 5.2 5.1 4.4 7.5 4.1 

Hispanic 3.6 . 2.5 2.3 3.2 2.3 

Black 6.0 4.4 4.3 8.2 5.1 

Asian 3.9 3.8 3.5 4.2 4.0 

Native 
American 

4.5 3.8 2.9 5.6 3.5 

Note. Percent enrollment is the number of students from a 

given group who are enrolled in a particular music prdgram 

divided by the total number of students in that group. 
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Table 8 

Percentage of students enrolled in orchestra, bv geographic 

region and student group 

North East South West Central 

All 
Students 

0.8 0.7 

Lf> • 
O
 1.5 0.7 

Econom-
ically 
Disad-
vantaged 

0.4 0.3 0.4 0.9 0.4 

Not 
Econom-
ically 
Disad-
vantaged 

1.0 0.8 0.7 1.8 O
 

* 00
 

At Risk 0.4 0.4 0.3 0.9 0.5 

Not At 
Risk 

1.2 1.0 0.7 2.1 0.9 

LEP 0.3 0.2 0.2 0.2 0.1 

Not LEP 1.0 0.7 0.6 1.6 0.8 

White 0.9 0.7 0.8 1.8 

00 • 
o
 

Hispanic 0.6 0.4 0.4 1.1 0.6 

Black 0.5 0.3 0.5 1.1 0.6 

Asian 4.0 3.5 2.2 7.5 2.7 

Native 
American 

00 • 
o
 2.1 1.2 0.9 0.4 

Note. Percent enrollment is the number of students from a 

given group who are enrolled in a particular music program 

divided by the total number of students in that group. 
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Table 9 

Percentage of students enrolled in band, bv student group and 

school district setting 

Maj or 
Urban 

Maj or 
Sub-
urban 

Other 
Cen-
tral 
City 

Other 
Cen-
tral 
City 
Sub. 

In-
de-
pen-
dent 
Town 

Non 
Metro 
Fast 
Grow-
ing 

Non 
Metro 
Sta-
ble 

Rural 

All 
Students 

5.5 7.9 7.7 10.2 10.6 9.4 15.7 16.8 

Economi-
cally 
Disad-
vantaged 

4.6 4.4 4.5 5.9 7.0 7.9 11.8 15.1 

Not 
Economi-
cally 
Disad-
vantaged 

6.0 8.6 9.5 12.4 12.0 10.1 17.5 17 .7 

At Risk 4.5 4.8 5.0 6.3 6.8 7.5 11.3 14.1 

Not At 
Risk 

6.8 9.7 9.8 13.6 13.9 10.7 19.4 18.8 

LEP 1.5 1.1 1.6 1.9 3.5 4.1 7.1 10.2 

Not LEP 6.0 8.2 8.4 11.1 10.9 9.9 16.1 16.9 

White 7.1 9.2 9.9 12.2 11.7 10.6 16.7 16.4 

Hispanic 4.9 5.7 6.0 7.8 9.8 7 .4 15.5 19.4 

Black 5.6 5.8 6.1 6.6 7.0 8.3 10.7 13.9 

Asian 2.6 5.7 7.2 6.4 9.5 11.1 14.4 19.3 

Native 
American 

4.5 7.0 5.5 10.3 8.2 12.5 15.0 7.3 

Note. Percent enrollment is the number of students from a 

given group who are enrolled in a particular music program 

divided by the total number of students in that group. 
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Table 10 

Percentage of students enrolled in choir, by student group 

and school district setting 

Maj or 
Urban 

Maj or 
Sub-
urban 

Other 
Cen-
tral 
City 

Other 
Cen-
tral 
City 
Sub. 

In-
de-
pend 
ent 
Town 

Non 
Metro 
Fast 
Grow-
ing 

Non 
Metro 
Sta-
ble 

Rural 

All 
Students 

3.6 4.9 4.7 3.9 5.5 3.2 4.2 2.5 

Economi-
cally 
Disad-
vantaged 

3.6 3.6 3.3 2.5 4.3 3.6 3.5 2.1 

Not 
Economi-
cally 
Disad-
vantaged 

3.7 5.1 5.5 4.6 5.9 3.0 4.4 2.7 

At Risk 3.5 3.8 3.6 3.0 4.5 2.9 3.7 2.0 

Not At 
Risk 

3.8 5.5 5.6 4.8 6.3 3.3 4.5 2.9 

LEP 3.2 3.0 1.0 1.0 2.9 3.5 1.0 1.0 

Not LEP 3.7 4.9 5.1 4.2 5.6 3.1 4.3 2.5 

White 4.2 5.7 6.3 5.2 6.2 3.3 4.4 2.7 

Hispanic 2.6 2.9 2.8 2.2 3.3 2.9 2.7 1.3 

Black 5.1 4.7 5.7 4.7 6.8 2.8 5.9 4.0 

Asian 3.7 3.6 5.0 3.9 3.5 4.8 6.9 3.4 

Native 
American 

3.7 5.1 3.8 5.5 6.7 3.1 2.8 0.7 

Note. Percent enrollment is the number of students from a 

given group who are enrolled in a particular music program 

divided by the total number of students in that group. 
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Table 11 

Percentage of students enrolled in orchestra, bv student 

group and school district setting 

Major 
Urban 

Major 
Sub-
urban 

Other 
Cen-
tral 
City 

Other 
Cen-
tral 
City 
Sub. 

In-
de-
pen-
dent 
Town 

Non 
Metro 
Fast 
Grow-
ing 

Non 
Metro 
Sta-
ble 

Rural 

All 
Students 

0.9 1.2 1.6 0.2 0.5 0.1 0.1 0.0 

Econom-
ically 
Disad-
vantaged 

0.7 0.6 0.8 0.1 0.2 0.2 0.1 0.0 

Not 
Econom-
ically 
Disad-
vantaged 

1.0 1.4 2.1 0.2 0.6 0.1 0.1 0.0 

At Risk 0.5 0.6 0.8 0.1 0.3 0.2 0.1 0.0 

Not At 
Risk 

1.3 1.6 2.2 0.3 0.6 0.1 0.2 0.0 

LEP 0.2 0.3 0.3 0.1 0.0 0.3 * 0.0 

Not LEP 1.1 1.3 1.8 0.2 0.5 0.1 0.1 0.0 

White 1.3 1.2 2.3 0.2 0.6 * 0.1 0.0 

Hispanic 0.9 0.6 0.9 0.1 0.3 . 0.4 0.1 0.0 

Black 0.4 0.6 1.0 0.2 0.2 0.0 * 0.0 

Asian 1.9 4.4 6.8 0.7 1.7 0.0 0.2 0.0 

Native 
American 

0.4 2.2 2.2 0.7 0.5 0.0 0.0 0.0 

* Percentage > 0.0 and < 0.1 
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(16.8%), while major urban schools had the lowest (5.5%). 

While educationally disadvantaged groups enrolled less often 

than non-disadvantaged groups in all settings, rural schools 

came closest to approaching equal enrollment between 

contrasting groups. In fact, Hispanics in rural schools 

enrolled in band more often than Whites, although Blacks 

still enrolled less often. 

In choir, total enrollment for all students ranged from 

5.5% in independent towns to 2.5% in rural districts. In 

general, the differences in educationally disadvantaged and 

non-disadvantaged group enrollment were smaller than those 

for band, but were nevertheless present. Interestingly, the 

Black enrollment rate exceeded White's and all others in 

rural and independent town settings. 

Orchestra enrollment rates by district setting showed 

very similar trends as those seen in the statewide rates. It 

should be noted that orchestra was not offered in any rural 

settings, and that in non metro fast growing and non metro 

stable settings, very low overall enrollment rates (0.1%) 

would make any differences between educationally 

disadvantaged and non-disadvantaged groups difficult to 

identify. 

Sub-question 1C 

How did 9-12 grade student body size affect music 

performance program enrollment rates of educationally 
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disadvantaged and non-educationally disadvantaged groups? 

Districts were categorized into four groups according to 

grade 9-12 student body size. Each quartile contains an 

equal number of school districts. Music performance 

enrollment data was then disaggregated according to these 

student body size quartiles, and the findings appear in 

Tables 12-14. 

Overall band enrollment varied substantially between 

districts of differing size. The smallest schools had the 

least differences in enrollment rates between educationally 

disadvantaged and non-disadvantaged groups. In fact, both 

Black and Hispanic students participated in band more often 

than Whites in the smallest schools. Large schools showed 

the greatest differences between educationally disadvantaged 

and non-disadvantaged groups. 

Choir enrollment rates generally grew with increasing 

student body size. Interestingly, differences between 

educationally disadvantaged and non-disadvantaged enrollment 

also increased with student body size. Additionally, while 

Hispanic students consistently enrolled less often than 

Whites, Black enrollment exceeded White in all but the 

largest school districts. 

in orchestra, it should be noted that enrollment 

generally increased with school size. This was in part due 

to the fact that orchestra was not offered in either small or 

the smallest schools. As with band and choir, differences in 
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Table 12 

Percentage of students enrolled in band, bv student group and 

9-12 grade student body size ouartiles 

Smallest 
(0-90) 

Small 
(91-222) 

Large 
(223-
610) 

Largest 
(> 610) 

All Students 7.5 19.5 16.8 7.9 

Economically 
Disadvan-
taged 

7.4 17.6 11.9 5.2 

Not 
Economically 
Disadvan-
taged 

7 .7 20.4 18.8 8.9 

At Risk 7 .7 15.6 12.0 5.3 

Not At Risk 7.4 22.4 20.4 10.1 

LEP 2.6 10.8 7.3 1.8 

Not LEP 7.6 19.7 17 .1 8.4 

White 6.8 19.3 18.0 9.8 

Hispanic 8.9 22.1 15.4 6.4 

Black 12.6 13.8 11.3 6.0 

Asian 0.0 22.5 16.6 5.4 

Native 
American 

4.2 7.1 21.0 6.0 

Note. ( ) =9-12 grade student body size of districts in 

this quartile. 

Note. Percent enrollment is the number of students from a 

given group who are enrolled in a particular music program 

divided by the total number of students in that group. 
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Table 13 

Percentage of students enrolled in choir, bv student group 

and 9-12 grade student body size (juartiles 

Smallest 
(0-90) 

Small 
(91-222) 

Large 
(223-610) 

Largest 
(> 610) 

All Students 1.6 2.0 3.6 4.6 

Economically 
Disadvan-
taged 

1.4 2.0 3.6 3.5 

Not 
Economically 
Disadvan-
taged 

1.8 2.0 3.6 5.0 

At Risk 1.2 1.8 3.5 3.7 

Not At Risk 2.0 2.1 3.7 5.3 

LEP 0.9 1.3 2.2 2.2 

Not LEP 1.7 2.0 3.7 4.7 

White 1.7 2.1 3.7 5.8 

Hispanic 1.4 1.0 2.8 2.7 

Black 1.9 3.9 4.8 5.3 

Asian 0.0 6.3 6.7 3.8 

Native 
American 

0.0 0.9 4.4 4.5 

Note. ( ) =9-12 grade student body size of districts in 

this quartile. 

Note. Percent enrollment is the number of students from a 

given group who are enrolled in a particular music program 

divided by the total number of students in that group. 
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Table 14 

Percentage of students enrolled in orchestra, bv student 

group and 9-12 grade student body size cruartiles 

Smallest 
(0-90) 

Small 
(91-222) 

Large 
(223-610) 

Largest 
(> 610) 

All Students 0.0 

o
 • 

o
 0.1 0.9 

Economically 
Disadvan-
taged 

0.0 o
 

o
 0.1 0.5 

Not 
Economically 
Disadvan-
taged 

0.0 0.0 0.2 1.1 

At Risk 
O
 * 

o
 

o
 • 
o
 0.1 0.5 

Not At Risk 0.0 

o
 • 

o
 0.2 1.3 

LEP 0.0 0.0 0.1 0.2 

Not LEP 0.0 0.0 0.1 1.0 

White 0.0 0.0 0.2 1.1 

Hispanic 0.0 0.0 0.1 0.7 

Black 

O
 • 

O
 0.0 0.1 0.5 

Asian 

o
 • 

o
 0.0 0.2 3.8 

Native 
American 

o
 * 

o
 

O
 • 
o
 0.0 1.3 

Note. ( ) =9-12 grade student body size of districts in 

this quartile 

Note. Percent enrollment is the number of students from a 

given group who are enrolled in a particular music program 

divided by the total number of students in that group. 
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orchestra enrollment between educationally disadvantaged and 

non-disadvantaged groups increased with student body size. 

Research Question 2 

When students who attended schools not offering specific 

music performance programs were excluded from analysis, were 

there significant differences between the music performance 

program enrollment rates of educationally disadvantaged and 

non-educationally disadvantaged groups of students? 

In this analysis, only students who attend schools which 

offer music performance programs were included. This was 

done in an effort to exclude any effects on enrollment rates 

which may be caused by unequal course availability. The 

numbers of students enrolled in music performance programs, 

along with the total number attending districts offering the 

programs, appear in Table 15. 

Enrollment rates controlled for course availability were 

computed by dividing (a) the number of students from a 

particular student group enrolled in a specific music 

program, by (b) the total students in that group who attended 

schools offering that music program. Enrollment rates 

controlling for course availability appear in parenthesis in 

Table 15, and the rates for contrasting student groups are 

presented in bar graph form in Figures 11-14. In general, 

these enrollment rates (Table 15) are somewhat higher than 

enrollment rates presented in Table 1, but show the same 
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Table 15 

Number of students enrolled music performance courses and 

attending districts with music performance course 

availability, bv student group and performance program 

Enrolled 

in Band 

Attending 

Districts 

Offering 

Band 

Enrolled 

in Choir 

Attending 

Districts 

Offering 

Choir 

Enrolled 

in 

Orchestra 

Attending 

Districts 

Offering 

Orchestra 

All 

Students 

84,802 

(9.7) 

877,636 39,170 

(5.0) 

780,667 7,317 

(1*6) 

445,165 

Econcmi-

cally 

Disadvan-

taged 

17,311 

(6.9) 

251,866 8,848 

(4.1) 

215,539 1,169 

(1.0) 

119,680 

Not 

Economi-

cally 

Disadvan-

taged 

67,491 

(10.8) 

625,770 30,322 

(5.4) 

565,128 6,148 

(1.9) 

325,485 

At Risk 26,283 

(6.6) 

396,471 14,623 

(4.2) 

351,187 1,768 

(0.8) 

212,265 

Not At Risk 58,519 

(12.2) 

481,165 24,547 

(5.7) 

429,480 5,549 

(2.4) 

232,900 

LEP 1,303 

(2.2) 

58,076 1,305 

(2.5) 

52,261 110 

(0.3) 

37,550 

Not LEP 83,499 

(10.2) 

819,560 37,865 

(5.2) 

728,406 7,207 

(1.8) 

407,615 

White 52,740 

(12.0) 

438,394 23,744 

(6.2) 

381/933 4,124 

(2.1) 

194,553 

Hispanic 22,376 

(7.6) 

292,585 7,917 

(3.1) 

259,207 1,770 

(1.1) 

156,874 

Black 8,237 

(6.7) 

122,030 6,542 

(5.7) 

115,291 559 

(0.7) 

75,288 

Asian 1,292 

(5.7) 

22,673 880 

(3.9) 

22,449 843 

(4.9) 

17,369 

Native 

American 

157 

(8.0) 

1,954 87 

(4.9) 

1,787 21 

(1.9) 

1,081 

Note. Percent enrollment controlled for course availability-

appears in parenthesis. 
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Figure 11 

Comparisons of music performance program enrollment rates 

after controlling for course availability for economically 

disadvantaged and not economically disadvantaged students 

Band 

I Econ. Dis. 

I Not Econ. Dis. 

Choir Orchestra 

Mote. Enrollment rate controlled for course availability is 

the number of students from a given group enrolled in music 

divided by the total number of students in that group who 

attend schools with that music program. 
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Figure 12 

Comparisons of music performance program enrollment rates 

after controlling for course availability for at risk and not 

at risk students 

% 

E 
n 
r 
0 
1 
I 

m 
e 
n 
t 

Band 

12-

9 -
8 — 

7 -

3 -

I At Risk 

I B Not At Risk 

Choir Orchestra 

Note. Enrollment rate controlled for course availability is 

the number of students from a given group enrolled in music 

divided by the total number of students in that group who 

attend schools with that music program. 
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Figure 13 

Comparisons of music performance program enrollment rates 

after controlling for course availability for limited English 

proficient (LEP) and not LEP students 

Band 

[LEP 

I Not LEP 

Choir Orchestra 

Note. Enrollment rate controlled for course availability is 

the number of students from a given group enrolled in music 

divided by the total number of students in that group who 

attend schools with that music program. 
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Figure 14 

Comparisons of music performance program enrollment ratios 

after controlling for course availability for student ethnic 

groups 

% 1 0 

Band Choir Orchestra 

• White 

B Hispanic 

I Black 

H Asian 

I S Native American 

Note. Enrollment rate controlled for course availability is 

the number of students from a given group enrolled in music 

divided by the total number of students in that group who 

attend schools with that music program. 
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general trends. Educationally disadvantaged groups of 

students consistently enrolled less often than their peers. 

The differences in these modified enrollment rates 

between educationally disadvantaged and non-disadvantaged 

groups were tested for significant differences with the z 

statistic. The findings appear in Tables 16-19. Note that 

differences between educationally disadvantaged and non-

disadvantaged students group enrollment were statistically 

significant in all comparisons, for all performance groups 

(in the ethnicity breakdown, only comparisons between Whites 

and Blacks and Hispanics are directly relevant). 

When students who attended schools not offering specific 

music performance programs were excluded from analysis, how 

did geographic location affect music performance program 

enrollment rates of educationally disadvantaged and non-

educationallv disadvantaged groups? 

Enrollment rates modified to include only students 

offered specific music performance programs were 

disaggregated by geographic location. The enrollment rates 

for students offered specific music performance programs and 

disaggregated by geographic region are presented in Tables 

20-22. 

The tendencies seen earlier in the non-controlled 

enrollment rates (Tables 6-8) remain in the enrollment rates 
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Table 16 

z values for differences in enrollment between educationally 

disadvantaged and non-disaflvantaged groups in music 

performance programs after controlling for course 

availability 

Band Choir Orchestra 

Econ. Dis. vs. 
not Econ. Dis. 

56.114* 22.807* 21.220* 

At Risk vs. 
not At Risk 

87.308* 31.242* 21.220* 

LEP vs. not 
LEP 

62.622* 27 .324* 21.513* 

Note. The critical value for z is 2.326 (d = .01, two 

tailed). *p < .01 

Table 17 

z values for differences in band enrollment between ethnic 

groups after controlling for course availability 

White Hispanic Black Asian Native 
American 

White 60.460* 52.391* 28.904* 5.420* 

Hispanic 60.460* 10.074* 10.731* 0.642 

Black 52.391* 10.074* 5.863* 2.243 

Asian 28.904* 10.731* 5.863 4.211* 

Native 
American 

5.420* 0.642 2.243 4.211* 

Note. The critical value for z is 2.326 (0 = .01, two 

tailed). *p < .01 
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Table 18 

z values for differences in choir enrollment between ethnic 

groups after controlling for course availability 

White Hispanic Black Asian Native 
American 

White 57 .356* 6.750* 13.986* 2.356* 

Hispanic 57.356* 38.416* 7.153* 4.433* 

Black 6.750* 38.416* 10.651* 1.463 

Asian 13.986* 7 .153* 10.651* 1.972 

Native 
American 

2.356* 4.433* 1.463 1.972 nn 
Mote. The critical value for z is 2.326 {d = .01, two 

tailed). *p < .01 

Table 19 

z values for differences in orchestra enrollment between 

ethnic groups after controlling for course availability 

j White J Hispanic Black Asian Native 
American 

White mm ™ 24.572* 22.817* 0.403 

Hispanic 22.752* 8.732* 38.328* 2.520* 

Black 24.572* 8.732* 40.007* 4.513* 

Asian 22.817* 38.328* 40.007* 4.395* 

Native 
American 

0.403 2.520* 4.513* 4.395* 

Mote. The critical value for z is 2.326 {<? = .01, two 

tailed). *p < .01 
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Table 20 

Percentage of students enrolled in band after controlling for 

course availability, bv geographic region and student group 

North East South West Central 

All 
Students 

9.8 8.2 8.8 12.5 11.6 

Economi-
cally 
Disad-
vantaged 

6.3 5.0 7.0 9.4 7.5 

Not 
Economi-
cally 
Disad-
vantaged 

10.7 9.0 10.6 14.4 12.9 

At Risk 6.5 5.3 6.7 8.9 7.8 

Not At 
Risk 

12.0 10.9 10.8 16.5 14.4 

LEP 1.4 1.0 3.2 2.4 1.3 

Not LEP 10.1 8.6 9.9 13.3 11.8 

White 11.6 10.8 10.6 16.5 13.9 

Hispanic 5.1 5.1 8.5 9.8 8.3 

Black 7.1 6.2 5.3 8.5 7.6 

Asian 5.8 5.2 7.6 7.8 6.1 

Native 
American 

8.1 9.1 1.2 8.2 11.4 
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Table 21 

Percentage of students enrolled in choir after controlling 

for course availability, bv geographic region and student 

group 

North East South West Central 

All 
Students 

5.9 4.6 3.5 6.3 4.8 

Econom-
ically 
Disad-
vantaged 

5.8 4.0 2.7 4.7 4.1 

Not 
Econom-
ically 
Disad-
vantaged 

6.0 4.8 4.2 7.2 5.0 

At Risk 5.4 3.7 2.8 4.9 3.9 

Not At 
Risk 

6.3 5.5 4.0 7.8 5.4 

LEP 4.6 2.8 1.4 2.8 1.7 

Not LEP 6.0 4.7 3.8 6.5 4.9 

White 6.3 5.6 5.6 9.4 5.5 

Hispanic 4.0 2.6 2.8 3.7 2.7 

Black 6.5 4.7 4.7 9.0 5.9 

Asian 4.0 3.8 3.7 4.4 4.1 

Native 
American 

5.1 4.5 3.3 6.8 4.0 
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Table 22 

Percentage of students enrolled in orchestra after 

controlling for course availability, bv geographic region and 

student group 

North East South West Central 

All 
Students 

1.7 1.3 1.4 2.4 2.0 

Econom-
ically 
Disad-
vantaged 

0.7 0.6 1.2 1.4 1.1 

Not 
Econom-
ically 
Disad-
vantaged 

2.0 1.4 1.5 3.0 2.4 

At Risk 0.7 0.6 0.9 1.3 1.1 

Not At 
Risk 

2.4 1.9 1.8 3.7 2.9 

LEP 0.3 0.2 0.4 0.2 0.1 

Not LEP 1.8 1.4 1.6 2.6 2.1 

White 2.1 1.5 1.8 3.6 2.6 

Hispanic 0.8 0.7 1.2 1.7 1.2 

Black 0.7 0.6 1.0 1.5 1.3 

Asian 5.1 4.4 4.2 8.9 5.4 

Native 
American 

1.5 3.7 2.7 1.6 1.3 
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controlled for course availability (Tables 20-22) . 

Educationally disadvantaged groups of students enrolled less 

often than non-educationally disadvantaged groups in all 

geographic locations. 

Sub-question 2B 

When students who attended schools not offering specific 

music performance programs were excluded from analysis, how 

did school setting affect music performance program 

enrollment rates of educationally disadvantaged and non-

eflucationally disadvantaged groups? 

Modified enrollment rates were computed by school 

district setting. The setting definitions are presented in 

Chapter 3. The enrollment rates controlled for course 

availability for educationally disadvantaged and non-

disadvantaged groups disaggregated by school setting appear 

in Tables 23-25. 

Regarding band, the total enrollment rates for all 

students increase as district settings moved from urban to 

rural settings. While this is also the case in the 

enrollment rates not controlled for course availability, it 

is even more clear in the data controlled for course 

availability (Table 23). For example, the band enrollment 

rate without controls (see Table 9) varied from 5.5 percent 

in urban districts to 16.8 percent in rural districts. When 

controlled for course availability (see Table 23), the same 
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Table 23 

Percentage of students enrolled in band after controlling for 

course availability, bv student group and school district 

setting 

Maj or 
Urban 

Maj or 
Sub-
urban 

Other 
Cen-
tral 
City 

Other 
Cen-
tral 
City 
Sub. 

In-
de-
pen-
dent 
Town 

Non 
Metro 
Fast 
Grow-
ing 

Non 
Metro 
Sta-
ble 

Rural 

All 
Students 

5.5 7.9 8.2 10.5 10.7 12.5 16.0 22.6 

Econom-
ically 
Disad-
vantaged 

4.6 4.4 4.6 6.2 7.0 12.2 11.9 20.9 

Not 
Econom-
ically 
Disad-
vantaged 

6.0 8.6 10.3 12.6 12.1 12.6 17 .8 23.2 

At Risk 4.5 4.8 5.2 6.6 6.8 10.4 11.5 19.0 

Not At 
Risk 

6.8 9.7 10.5 13.8 14.1 13.6 19.8 25.2 

LEP 1.5 1.1 1.6 2.0 3.5 6.9 7.2 12.7 

Not LEP 6.0 8.2 9.0 11.4 11.0 12.9 16.4 22.8 

White 7.1 9.2 11.1 12.9 11.8 13.0 17 .2 22.5 

Hispanic 4.9 5.7 6.1 8.1 9.9 11.8 15.6 24.6 

Black 5.6 5.8 6.3 7.4 7.0 9.5 10.8 17 .7 

Asian 2.6 5.7 7.5 6.3 9.6 12.4 14.6 25.0 

Native 
American 

4.5 7.1 5.9 10.3 8.3 13.8 15.0 13.3 
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Table 24 

Percentage of students enrolled in choir after controlling 

for course availability, bv student group and school district 

setting 

Maj or 
Urban 

Maj or 
Sub-
urban 

Other 
Cen-
tral 
City 

Other 
Cen-
tral 
City 
Sub. 

In-
de-
pen-
dent 
Town 

Non 
Metro 
Fast 
Grow-
ing 

Non 
Metro 
Sta-
ble 

Rural 

All 
Students 

3.6 4.9 4.7 4.6 5.8 8.9 8.0 13.0 

Econom-
ically 
Disad-
vantaged 

3.6 3.7 3.3 3.1 4.6 18.2 7 .7 13.8 

Not 
Econom-
ically 
Disad-
vantaged 

3.7 5.2 5.5 5.3 6.3 6.6 8.1 12.7 

At Risk 3.5 3.9 3.6 3.4 4.8 11.2 7.5 12.5 

Not At 
Risk 

3.8 5.6 5.6 5.6 6.7 8.0 8.4 13.3 

LEP 3.2 3.0 1.0 1.2 3.0 39.6 2.8 21.7 

Not LEP 3.7 5.0 5.1 4.9 5.9 8.3 8.2 12.9 

White 4.2 5.8 6.3 6.0 6.6 7.5 8.2 12.6 

Hispanic 2.6 3.0 2.8 2.6 3.4 16.4 6.5 14.5 

Black 5.1 4.8 5.7 4.9 7.3 6.2 9.6 15.1 

Asian 3.7 3.6 5.0 4.0 3.7 8.8 8.8 9.7 

Native 
American 

3.7 5.2 3.8 5.9 7.2 5.3 4.6 6.3 
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Table 25 

Percentage of students enrolled in orchestra after 

controlling for course availability, bv student crroun and 

school district setting 

Major 
Urban 

Maj or 
Sub-
urban 

Other 
Cen-
tral 
City 

Other 
Cen-
tral 
City 
Sub. 

In-
de-
pend 
ent 
Town 

Non 
Metro 
Fast 
Grow-
ing 

Non 
Metro 
Sta-
ble 

Rural 

All 
Students 

1.0 1.8 2.2 1.9 2.6 3.4 15.3 # 

Econom-
ically 
Disad-
vantaged 

0.9 0.9 l.l 1.1 1.3 4.8 4.7 # 

Not 
Econom-
ically 
Disad-
vantaged 

1.1 2.0 2.8 2.3 3.1 2.6 25.2 # 

At Risk 0.6 0.9 1.1 0.8 1.4 4.3 10.9 # 

Not At 
Risk 

1.6 2.3 3.2 3.2 4.0 2.6 17 .5 # 

LEP 0.2 0.4 0.4 0.4 0.0 5.7 2.6 # 

NOt LEP 1.1 1.9 2.5 2.2 2.6 3.2 15.8 # 

White 1.4 1.8 3.1 2.5 3.5 1.1 35.3 # 

Hispanic 1.0 1.0 1.3 1.2 1.4 6.7 4.2 # 

Black 0.5 0.9 9.7 5.8 3.8 0.0* 7.2 # 

Asian 2.2 5.3 9.7 5.8 3.8 0.0* 0.0* # 

Native 
American 

0.4 3.0 3.0 25.0* 3.2 0.0* 0.0* # 

* Orchestra offered to fewer than 10 students in this group 

# Orchestra not offered to any students in this group 
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rate ranged from 5.5 percent in urban districts to 22.6 

percent in rural districts. In data controlled for course 

availability, differences between educationally disadvantaged 

and non-disadvantaged band enrollment reach a peak in major 

suburban, other central city, and other central city 

suburban. Non metro fast growing and rural school district 

settings show the least differences. 

In choir, an interesting phenomenon is apparent in the 

data controlled for course availability that is not apparent 

in the data which was not controlled. Choir enrollment rates 

for all students {Table 24) showed no overall trend with 

respect to district setting (varying from 2.5 percent in 

rural to 5.0 percent in independent town). When controlled 

for course availability, enrollment rates for all students 

(Table 10) generally increase as district setting moved from 

urban (3.6 percent) to rural setting (13.0 percent). 

Additionally, Table 24 shows that educationally 

disadvantaged students enrolled less often in most settings. 

The largest differences between educationally disadvantaged 

and non-educationally disadvantaged enrollments occur in 

major suburban, other central city, other central city 

suburban, and independent town settings. 

The most striking exception to this is the non-metro 

fast growing setting, where, for example, limited English 

proficient (LEP) student enrolled in choir at 39.6 percent, 

while students who are not LEP enrolled at 8.3 percent. This 
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may in part be due to the fact that the total number of 

students attending schools with choir in this setting (6,496) 

is the lowest here of any setting. This compares to 236,898 

for major suburban, 116,7 69 for other central city, and 

89,183 for independent town. A relatively low N for non 

metro fast growing could lend itself to spurious results. 

The other exceptional setting is rural, where educationally 

disadvantaged groups also participate more often than non-

disadvantaged groups. However, the number of students 

attending schools offering choir here (9,241) is comparable 

to that of the non-metro fast growing setting. 

The orchestra enrollment rates when controlled for 

opportunity (Table 25) show marked differences from those not 

controlled for course availability (Table 11). While the 

overall enrollment rates not controlled for course 

availability were relatively static (varying from 0.0 to 1.6 

percent), Table 25 shows a striking increase in overall 

enrollment as district setting moves from urban (1.0 percent) 

to the rural (15.3 percent) setting. 

Differences in orchestra enrollment between 

educationally disadvantaged and non-educationally 

disadvantaged groups remain consistent throughout most 

settings (see Table 25). Educationally disadvantaged groups 

of students enrolled less often than their peers, with the 

exception of non metro fast growing, where the opposite was 

true. This may in part be due to the factors mentioned in 
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the choir discussion above. 

Sub-question 2C 

When students who attended schools not offering specific 

music performance programs were excluded from analysis, how 

did 9-12 grade student body size affect music performance 

program enrollment rates of educationally disadvantaged and 

non-educationally disadvantaged groups? 

The music performance program enrollment rates for 

educationally disadvantaged and non-disadvantaged groups were 

grouped by grade 9-12 student body size quartiles. Quartiles 

were labeled smallest, small, large, and largest. Each of 

the four student body size quartiles contained the same 

number of school districts. These findings are presented in 

Tables 26-28. Overall, enrollment rates after controlling 

for course availability for educationally disadvantaged 

groups of students are lower than non educationally 

disadvantaged groups in all student body size quartiles. 

However, these enrollment rates controlled for course 

availability (Tables 26-28) contain significant information 

not seen in the general enrollment rates (Tables 12-14). 

When enrollment rates were controlled for course 

availability, band, choir, and orchestra enrollment rates all 

increased as student body size quartiles decreased. For 

example, choir enrollment rates for all students not 

controlled (Table 13) were lowest for smallest schools (1.6 
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Table 26 

Percentage of students enrolled in band after controlling for 

course availability, bv student group and 9-12 grade student 

body size quartiles 

Smallest 
(0-90) 

Small 
(91-222) 

Large 
(223-610) 

Largest 
(> 610) 

All Students 33.0 22.9 17 .5 8.0 

Economically 
Disadvan-
taged 

31.5 20.2 12.7 5.3 

Not 
Economically 
Disadvan-
taged 

34.1 24.3 19.4 9.1 

At Risk 29.8 18.3 12.6 5.3 

Not At Risk 36.3 26.5 21.2 10.3 

LEP 10.0 12.4 8.9 1.8 

Not LEP 33.6 23.2 17 .7 8.5 

White 31.9 23.4 18.6 10.0 

Hispanic 34.6 23.7 16.6 6.4 

Black 38.9 15.9 11.7 6.1 

Asian 0.0* 27.3 17 .0 5.4 

Native 
American 

25.0 11.4 21.1 6.1 

Mote. ( ) =9-12 grade student body size of districts in 

this quartile 

* Band offered to fewer than 10 students in this group 
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Table 27 

Percentage of students enrolled in choir after controlling 

for course availability, bv student group and 9-12 grade 

student body size quartiles 

Smallest 
(0-90) 

Small 
(91-222) 

Large 
(223-
610) 

Largest 
(> 610) 

All Students 19.8 10.7 8.9 4.7 

Economically 
Disadvan-
taged 

18.2 11.6 9.8 3.7 

Not 
Economically 
Disadvan-
taged 

20.8 10.3 8.6 5.1 

At Risk 18.2 10.6 8.8 3.9 

Not At Risk 20.6 10.8 9.0 5.5 

LEP 11.1 20.0 9.7 2.4 

Not LEP 20.0 10.6 8.9 4.9 

White 21.6 10.4 8.7 5.9 

Hispanic 14.6 10.2 8.9 2.9 

Black 21.2 13.4 10.2 5.4 

Asian 0.0* 29.4 12.2 3.8 

Native 
American 

0.0* 7 .7 8.2 4.6 

Mote. ( ) =9-12 grade student body size of districts in 

this quartile 

* Band offered to fewer than 10 students in this group 
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Table 28 

Percentage of students enrolled in orchestra after 

controlling for course availability, by student group and 9-

12 grade student body size quartiles 

Smallest 
(0-90) 

Small 
(91-222) 

Large 
(223-
610) 

Largest 
{> 610) 

All Students # # 8.6 1.6 

Economically 
Disadvan-
taged 

# # 4.0 1.0 

Not 
Economically 
Disadvan-
taged 

# # 11.9 1.9 

At Risk # # 6.5 0.8 

Not At Risk # # 9.9 2.3 

LEP # # 3.7 0.3 

Not LEP # # 8.9 1.7 

White # # 13.7 2.1 

Hispanic # # 3.9 1.1 

Black # # 6.7 0.7 

Asian # # 50.0* 4.8 

Native 
American 

# # 0.0* 1.9 

( ) =9-12 grade student body size of districts in this 

quartile 

* Band offered to fewer than 10 students in this group 
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percent) and highest for the largest schools (4.6 percent). 

When the data were controlled for course availability {Table 

27), the rates were highest for the smallest schools (19.8 

percent) and lowest for the largest districts (4.7 percent). 

Band and orchestra rates controlled for course availability 

follow the same general trend as the choir rates. 

Additionally, it is worth noting that the relative 

difference between educationally disadvantaged and non-

educational ly disadvantaged students group band enrollment 

rates controlled for course availability generally increase 

as one moves from the smallest to the largest district 

quartiles. For example, band rates with controls (see Table 

26) for economically disadvantaged and not economically 

disadvantaged students in the smallest school districts were 

31.5 and 34.1 percent, respectively. In the largest schools, 

the rates for the same groups were 5.3 and 9.1 percent. 

For choir, small and large schools generally had the 

least difference between enrollment rates of contrasting 

groups (see Table 27). Small schools also exhibited an 

interesting anomaly in that the LEP choir enrollment rate 

(20.0 percent) was nearly twice that of not LEP students 

(10.6 percent). This is sharply different from the relative 

LEP and non-LEP rates for other district sizes. 
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Research Question 3 

Were there significant differences between the music 

performance program course availability rates of 

educationally disadvantaged and non-educationally 

disadvantaged groups of students? 

Statewide totals for the number of students attending 

districts offering band, choir, and orchestra were tabulated. 

These totals, along with the total number of students in each 

student category, appear in Table 29. 

Course availability rates for each music performance 

program and student group were computed by dividing (a) the 

total number of students from a particular student group 

attending districts offering a specific music course by (b) 

the total number from that particular student group. These 

course availability rates appear in parenthesis in Table 29, 

and rates of contrasting student groups may be easily 

compared in bar graph format in Figures 15-18. 

Of special significance is how much closer the course 

availability rates of educationally disadvantaged groups and 

non-disadvantaged groups are to each other than the 

enrollment rates. In fact, in a number of cases 

educationally disadvantaged groups have greater course 

availability than non-educationally disadvantaged students. 

For example, limited English proficient (LEP) students have 

greater course availability rates than non-LEP students for 

all music performance courses {Table 29 and/or Figure 17). 
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Table 29 

Number of students attending school districts offering music? 

performance programs, bv student group and music program 

Enrolled in 
Districts 
Offering 
Band 

Enrolled in 
Districts 
Offering 
Choir 

Enrolled in 
Districts 
Offering 
Orchestra 

Total Grade 
9-12 Students 
Enrolled in 
School 

All Students 877,636 
(96.7) 

780,667 
(86.0) 

445,165 
(49.1) 

907,327 

Economically 
Disadvantaged 

251,866 
(96.4) 

215,539 
(82.5) 

119,680 
(45.8) 

261,246 

Not Economically 
D i sadvantaged 

625,770 
(96.9) 

565,128 
(87.5) 

325,485 
(50.4) 

646,081 

At risk 396,471 
(96.9) 

351,187 
(85.9) 

212,265 
(51.9) 

408,986 

Not At Risk 481,165 

(96.6) 

429,480 

(86.2) 
232,900 
(46.7) 

498,341 

LEP 58,076 
(98.1) 

52,261 
(88.3) 

37,550 
(63.4) 

59,189 

Not LEP 819,560 
(96.6) 

728,406 
(85.9) 

407,615 
(48.1) 

848,138 

White 438,394 
(95.4) 

381,933 
(83.1) 

194,553 
(42.4) 

459,354 

Hispanic 292,585 
(98.0) 

259,207 
(86.8) 

156,874 
(52.5) 

298,694 

Black 122,030 
(98.1) 

115,291 
(92.7) 

75,288 
(60.5) 

124,410 

Asian 22,673 
(99.3) 

22,449 
(98.3) 

17,369 
(76.1) 

22,827 

Native American 1,954 
(95.7) 

1,7 87 
(87.5) 

1,081 
(52.9) 

2, 042 

Note. Percentage students with course availability appears 

in parenthesis, and is equal to the number of students from a 

given group attending districts with a music course divided 

by the total number of students in that group. 
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Figure 15 

Comparisons of music performance program course availability 

rates for economically disadvantaged and not economically 

disadvantaged students 
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Figure 16 

Comparisons of music performance program course availability 

rates for at risk and not at risk students 
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Note. Percent music performance program course availability-

is the number of students from a given student group 

attending districts with a particular music course divided by 

the total number of students in that group. 
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Figure 17 

Comparisons of music performance program course availability 

rates for limited English proficient (LEP) and not LEP 

students 
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Note. Percent music performance program course availability-

is the number of students from a given student group 

attending districts with a particular music course divided by 

the total number of students in that group. 
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Figure 18 

Comparisons of music performance program course availability 

rates for student ethnic groups 
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Likewise, White course availability rates are lower than any 

other ethnic group for band, choir, and orchestra (Table 29 

and/or Figure 18). 

The differences in course availability rates between 

educationally disadvantaged and non-disadvantaged groups were 

tested for significant differences with z tests. The results 

of these tests appear in Tables 30-33. Note that nearly all 

z values are significant at the d = .01 level. This is in 

part due to the relatively large numbers under consideration. 

Sub-question 3A 

How did geographic location affect music performance 

program course availability rates of educationally 

disadvantaged and non-educationally disadvantaged groups? 

The data in Research Question 3A were disaggregated by 

geographic location, school district setting, and by 9-12 

grade student body size quartiles. The boundaries defining 

the geographic areas appear in Chapter 3.. The band, choir, 

and orchestra course availability rates by geographic region 

appear in Tables 34-36. 

For band, course availability rates remain relatively 

stable across geographic regions. Likewise, differences in 

course availability rates between educationally disadvantaged 

and non-educationally disadvantaged groups are static. There 

is no apparent pattern in band course availability by 

geographic region. 
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Table 30 

z values for differences in course availability between 

educationally disadvantaged and non-disadvantaged arouns in 

music performance programs 

Band Choir Orchestra 

Economically 
D i sadvantaged 
vs. not 
Economically 
Disadvantaged 

10.831* 61.801* 39.404* 

At Risk vs. 
not At Risk 

10.300* 4.297* 48.970* 

LEP vs. not 
LEP 

19.687* 16.372* 72.370* 

Note. The critical value for z is 2.326 (d = .01, two 

tailed). < .01 

Table 31 

z values for differences in band course availability between 

ethnic groups 

White Hispanic Black Asian Native 
American 

White mm 57 .723* 42.320* 28.022* 0.548 

Hispanic 57 .723* 2.794* 14.442* 7.17 8* 

Black 42.320* 2.794* mssm 13.224* 7.765* 

Asian 28.022* 14.442* 13 .224* 188.199* 

Native 
American 

0.548 7 .17 8* 7.765* 188.199* 

Note. The critical value for z is 2.326 (d = .01, two 

tailed). < .01 
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Table 32 

z values for differences in choir course availability between 

ethnic groups 

White Hispanic Black Asian Native 
American 

White mm 42.813* 83.865* 60.928* 5.262* 

Hispanic 42.813* WSSffl, 54.741* 51.097* 0.974 

Black 83.865* 54.741* 32.079* 8.825* 

Asian 60.928* 51.097* 32.079* mm 29.775* 

Native 
American 

5.262* 0.974 8.825* 29.775* 

Note. The critical value for z is 2.326 (d = .01, two 

tailed) . *£» < . 01 

Table 33 

z values for differences in orchestra course availability 

between ethnic groups 

White Hispanic Black Asian Native 
American 

White wm. 86.734* 113.980* 100.235* 9.657* 

Hispanic 86.734* mm, 47.621* 68.889* 0.377 

Black 113.980* 47.621* mm 44.781* 6.945* 

Asian 100.235* 68.889* 44.781* 22.905* 

Native 
American 

9.657* 0.377 6.945* 22.905* 

Note. The critical value for z is 2.326 (d = .01, two 

tailed). *d < .01 
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Table 34 

Percentage of students with band course availability, bv 

geographic region and student group 

North East South West Central 

All Students 96.4 96.5 98.0 96.3 96.4 

Economically 
Disadvan-
taged 

95.6 96.5 97 .7 95.5 95.1 

Not 
Economically 
Disadvan-
taged 

96.6 96.5 98.4 96.8 96.8 

At Risk 96.4 97 .3 97.6 96.9 96.0 

Not At Risk 96.3 95.8 98.4 95.7 96.6 

LEP 99.3 99.5 97 .7 95.3 98.6 

Not LEP 96.3 96.3 98.1 96.4 96.3 

White 95.4 94.7 98.6 95.3 95.2 

Hispanic 98.2 99.1 97 .8 97.0 98.0 

Black 98.4 97.5 99.7 98.1 98.6 

Asian 99.4 99.4 99.0 98.8 99.2 

Native 
American 

97.0 87.3 98.3 96.7 99.1 
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Table 35 

Percentage of students with choir course availability, bv 

geographic region and student group 

North East South west Central 

All Students 85.9 92.8 81.9 83.7 79.1 

Economically 
Disadvan-
taged 

83.2 88.8 81.0 81.3 74.9 

Not 
Economically 
Disadvan-
taged 

86.6 93.8 82.7 85.1 80.5 

At Risk 85.8 93.2 80.5 84.9 77 .4 

Not At Risk 86.0 92.3 83.2 82.4 80.3 

LEP 96.2 98.3 81.2 87 .2 87.9 

Not LEP 85.5 92.5 82.0 83.4 78.9 

White 82.6 90.4 77 .8 80.0 74.7 

Hispanic 91.7 95.0 82.5 85.8 85.0 

Black 92.0 94.8 92.3 90.8 86.9 

Asian 98.2 99.2 94.3 96.6 96.8 

Native 
American 

89.0 95.8 87 .2 82.7 87 .4 
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Table 36 

Percentage of students with orchestra course availability, 

bv geographic region and student group 

North East South West Central 

All Students 50.6 54.3 38.9 61.6 36.2 

Economically 
Disadvan-
taged 

54.6 48.5 31.6 63.7 40.7 

Not 
Economically 
Disadvan-
taged 

49.4 55.8 46.1 60.3 34.7 

At Risk 52.6 59.0 37 .8 65.6 40.8 

Not At Risk 49.1 50.2 39.9 57 .4 32.8 

LEP 86.2 83.6 43.9 73.7 58.8 

Not LEP 49.2 52.8 38.0 60.7 35.6 

White 41.0 45.7 47 .2 50.5 29.8 

Hispanic 71.3 65.0 36.0 69.1 46.8 

Black 66.9 58.6 43.8 74.1 45.5 

Asian 79.1 79.8 53.5 84.2 49.9 

Native 
American 

56.8 55.8 43.0 57.9 33.3 



158 

Choir course availability rates follow the same general 

patterns as the band course availability rates, although 

choir course availability rates for all students vary more 

than band rates, from 79.1% in the west to 92.8% in the east. 

No apparent pattern in the difference in educationally 

disadvantaged and non-educationally disadvantaged choir 

course availability rates is present. 

Orchestra course availability rates show greater 

fluctuation by geographic region than either band or choir. 

Orchestra course availability rates for all students range 

from 36.2% in the south to 61.6% in the central Texas 

schools. Differences in course availability rates for 

educationally disadvantaged and non-disadvantaged groups vary 

from region to region. For example, economically 

disadvantaged students had greater course availability in 

north, west, and central school districts, while in eastern 

and southern schools the opposite was true. While Asians 

consistently had the highest course availability rates, Black 

and Hispanic students persistently had greater course 

availability than Whites in all regions except central. 

Sub-question 3B 

How did school setting affect music performance program 

course availability rates of educationally disadvantaged and 

non-educationally disadvantaged groups? 
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Course availability rates were disaggregated by school 

district setting. The findings from these breakdowns appear 

in Tables 37-39. For all three music performance courses, 

course availability rates generally decrease as one moves 

from urban toward increasingly rural settings. This is 

especially true for orchestra, where course availability for 

all students in major urban districts was 87.6%, while rural 

districts' had no orchestra programs at all. Differences 

between educationally disadvantaged and non-educationally 

disadvantaged group course availability rates are greatest 

for band and orchestra in the non metro fast growing setting, 

although orchestra rates do not demonstrate the same trend. 

Sub-question 3C 

How did 9-12 grade student body size affect music 

performance program course availability rates of 

educationally disadvantaged and non-educationally 

disadvantaged groups? 

Course availability data was also disaggregated by 9-12 

grade student body size quartiles. Each of the four size 

categories contains an equal number of school districts. The 

course availability rates for band, choir, and orchestra 

across student body size quartiles appears in Tables 40-42. 

Course availability rates for band choir, and orchestra 

all relate directly to 9-12 grade student body quartiles. 

The larger the student body size quartile, the greater the 
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Table 37 

Percentage of students with band course availability, hv 

student group and school district setting 

Maj or 
Urban 

Major 
Sub-
urban 

Other 
Cen-
tral 
City 

Other 
Cen-
tral 
City 
Sub. 

In-
de-
pen-
dent 
Town 

Non 
Metro 
Fast 
Grow-
ing 

Non 
Metro 
Sta-
ble 

Rural 

All 
Students 

100.0 99.5 94.4 97 .3 99.0 75.6 98.2 74.4 

Economi-
cally 
Disad-
vantaged 

100.0 99.8 97 .6 96.2 99.5 65.1 98.7 72.7 

Not 
Economi-
cally 
Disad-
vantaged 

100.0 99.4 92.7 97.8 98.9 80.8 97.9 75.5 

At Risk 100.0 99.5 95.5 96.0 99.1 71.6 98.7 74.1 

Not At 
Risk 

100.0 99.5 93.6 98.4 98.9 78.1 97 .7 74.6 

LEP 100.0 99.9 99.4 97 .7 99.6 59.4 99.7 80.7 

Not LEP 100.0 99.5 93.9 97.2 99.0 77 .1 98.1 74.3 

White 100.0 99.5 89.3 98.8 98.8 81.4 97 .4 72.9 

Hispanic 100.0 99.8 98.9 97 .1 99.4 63.2 99.6 79.2 

Black 100.0 99.0 97.4 88.6 99.5 87.6 99.1 78.7 

Asian 100.0 99.8 95.7 100.0 99.1 89.4 98.5 77.3 

Native 
American 

100.0 98.5 89.3 100.0 99.0 90.6 100.0 54.7 
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Table 38 

Percentage of students with choir course availability, bv 

student group and school district setting 

Major 
Urban 

Ma-
jor 
Subu 
rban 

Other 
Cen-
tral 
City 

Other 
Cen-
tral 
City 
Sub. 

In-
de-
pen-
dent 
Town 

Non 
Metro 
Fast 
Grow-
ing 

Non 
Metro 
Sta-
ble 

Rural 

All 
Students 

100.0 98.3 100.0 85.4 97 .4 35.4 51.7 19.3 

Econom-
ically 
Disad-
vantaged 

100.0 96.4 100.0 82.6 93.7 19.6 44.9 15.3 

Not 
Econom-
ically 
Disad-
vantaged 

100.0 98.7 100.0 87.6 95.0 43.2 54.7 21.4 

At Risk 100.0 96.7 100.0 87 .4 94.6 26.4 49.2 16.4 

Not At 
Risk 

100.0 98.7 100.0 84.5 94.7 41.1 53.8 21.5 

LEP 100.0 98.2 100.0 79.3 97.6 8.9 34.7 4.8 

Not LEP 100.0 98.3 100.0 86.6 94.5 37 .9 52.3 19.6 

White 100.0 98.9 100.0 87 .2 94.4 44.4 54.1 21.3 

Hispanic 100.0 96.5 100.0 81.9 96.1 17.5 41.2 8.9 

Black 100.0 98.2 100.0 95.4 92.8 45.9 61.4 26.5 

Asian 100.0 99.7 100.0 98.0 95.3 54.0 78.0 35.2 

Native 
American 

100.0 99.5 100.0 93.8 93.3 59.4 61.5 11.7 
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Table 39 

Percentage of students with orchestra course availability. 

bv student group and school district setting 

Maj or 
Urban 

Maj or 
Sub-
urban 

Other 
Cen-
tral 
City 

Other 
Cen-
tral 
City 
Sub. 

In-
de-
pen-
dent 
Town 

Non 
Metro 
Fast 
Grow-
ing 

Non 
Metro 
Sta-
ble 

Rural 

All 
Students 

87 .6 68.1 72.5 10.1 18.4 4.3 0.8 0.0 

Economi-
cally 
Disad-
vantaged 

82.3 63.8 70.2 ll.O 19.0 4.8 1.2 0.0 

Not 
Economi-
cally 
Disad-
vantaged 

90.4 69.0 73.8 9.7 18.2 4.1 0.6 0.0 

At Risk 90.9 69.3 75.2 12.0 21.4 5.2 0.6 0.0 

Not At 
Risk 

83.3 67 .4 70.5 8.4 15.9 3.8 0.9 0.0 

LEP 94.5 76.8 83.5 20.2 7.3 4.5 0.9 0.0 

Not LEP 86.8 67.7 71.2 9.0 18.9 4.3 0.8 0.0 

White 90.7 69.0 73.6 9.2 17 .1 4.2 0.4 0.0 

Hispanic 84.8 63.6 70.0 9.8 21.3 5.2 1.7 0.0 

Black 90.0 63.4 76.9 16.5 17 .1 0.8 0.7 0.0 

Asian 86.5 84.3 70.0 12.1 44.3 1.1 0.0 0.0 

Native 
American 

97.8 71.9 73.6 2.8 14.9 3.1 0.0 0.0 
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Table 40 

Percentage of students with band course availability, bv 

student group and 9-12 grade student body size auartiles 

Smallest 
(0-90) 

Small 
(91-222) 

Large 
(223-
610) 

Largest 
(> 610) 

All Students 22.8 85.0 96.0 98.5 

Economically 
Disadvan-
taged 

23.3 87.1 93.5 98.9 

Not 
Economically 
Disadvan-
taged 

22.4 83.9 97.0 98.3 

At Risk 26.0 85.5 95.1 98.7 

Not At Risk 20.3 84.6 96.6 98.3 

LEP 25.8 86.9 81.4 99.6 

Not LEP 22.8 84.9 96.5 98.4 

White 21.3 82.5 96.8 97.8 

Hispanic 25.7 93.3 93.1 99.1 

Black 32.5 86.7 96.9 98.8 

Asian 20.0 82.5 97.8 99.5 

Native 
American 

16.7 61.9 99.6 98.6 

Note. ( ) =9-12 grade student body size of districts in 

this quartile 
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Table 41 

Percentage of students with choir course availability, bv 

student group and 9-12 grade student body siae quartHes 

Smallest 
(0-90) 

Small 
(91-222) 

Large 
(223-
610) 

Largest 
(> 610) 

All Students 8.3 18.5 40.6 96.5 

Economically 
Disadvan-
taged 

7.6 17 .0 36.8 94.2 

Not 
Economically 
Disadvan-
taged 

8.8 19.3 42.2 97 .3 

At Risk 6.5 16.9 39.9 96.0 

Not At Risk 9.8 19.7 41.1 96.8 

LEP 7.7 6.7 22.2 93.8 

Not LEP 8.3 18.8 41.2 96.7 

White 7.8 20.0 42.6 97.2 

Hispanic 9.9 10.0 31.5 94.3 

Black 8.9 29.0 47.3 98.4 

Asian 6.7 21.2 55.0 99.5 

Native 
American 

12.5 11.5 53.3 98.4 

( ) =9-12 grade student body size of districts in this 

quartile 
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Table 42 

Percentage of students with orchestra course availability. 

bv student group and 9-12 grade student body size quartiles 

Smallest 
(0-90) 

Small 
(91-222) 

Large 
(223-
610) 

Largest 
(> 610) 

All Students 0.0 0.0 1.7 58.4 

Economically 
Disadvan-
taged 

0.0 0.0 2.5 55.4 

Not 
Economically 
Disadvan-
taged 

0.0 0.0 1.4 59.5 

At Risk 0.0 0.0 1.6 61.4 

Not At Risk 0.0 0.0 1.8 55.9 

LEP 0.0 0.0 3.4 68.2 

Not LEP 0.0 0.0 1.7 57 .6 

White 0.0 0.0 1.2 54.2 

Hispanic 0.0 0.0 3.7 58.6 

Black 0.0 0.0 1.0 67 .3 

Asian 0.0 0.0 0.5 77 .8 

Native 
American 

0.0 0.0 0.4 64.4 

Note. { ) =9-12 grade student body size of districts in 

this quartile 
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music performance program course availability. Differences 

between educationally disadvantaged and non-disadvantaged 

group course availability do not fluctuate a great deal 

across the 9-12 student body size quartiles. 

Research Question 4 

Was there a relationship between school districts' 

number of students per full time equivalent music faculty and 

the proportion of educationally disadvantaged student groups? 

Frequency distributions were constructed for the 

following school district variables: number of students per 

full time equivalent music teachers, proportion of 

economically disadvantaged students, proportion of at risk 

students, proportion of LEP students, proportion of Hispanic 

students, and the proportion of Black students. Examination 

revealed that each of the frequency distributions 

approximated the normal distribution. This information, in 

conjunction with the relatively large school district N 

(1,048), allowed the analysis to proceed with Pearson 

product-moment correlation coefficients (r). 

Pearson product-moment correlation coefficients (r) were 

then run between school districts' number of students per 

full time equivalent music faculty and the proportion of 

economically disadvantaged, at risk, LEP, Hispanic, and Black 

students. These findings are presented in Table 43. None of 

the coefficients are significant at the .01 level. 
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Table 43 

Matrix of Pearson r correlation coefficients between sclmrn 

districts' number Of students r>er full time equivalent mns-ir 

faculty and the proportion Of educationally disadvantaged 

student groups 

Students per 
Full Time 
Equivalent Music 
Faculty 

Economically 
D i s advantaged 

.0066 

At Risk .0656 

LEP .0160 

Hispanic .0247 

Black -.0355 

Note: None of the Pearson r coefficients in this analysis 

were significant at the d = .01 level (two tailed). 
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Research Question 5 

Were differences in music performance program course 

enrollment rates of educationally disadvantaged and non-

educationallv disadvantaged groups already apparent in ninth 

grade, or did the differences develop over subsequent grade 

levels? 

Music performance program enrollment data were 

disaggregated by grade level. Unfortunately, a breakdown by 

grade level of all ethnicity groups could not be provided by 

the Texas Education Agency. Rather, Hispanics and Blacks 

were combined into one group. Grade level music performance 

program enrollment information was therefore available for 

the following comparisons: economically disadvantaged with 

not economically disadvantaged, at risk with not at risk, 

limited English proficient (LEP) with not LEP, Hispanics and 

Blacks with Whites. 

These music performance program enrollment by grade 

level tables have been converted to graphs to allow for 

inspection of trends across grade levels. These appear in 

Figures 19-30. The graphs particularly demonstrate that the 

differences between contrasting group enrollment rates are 

already evident in ninth grade. Additionally, the 

differences between enrollment rates in ninth grade are 

larger than those in twelfth grade. 
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Figure 19 

Percentage of economically disadvantaged and not economically 

disadvantaged students enrolled in band bv grade level 
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Figure 20 

Percentage of at risk and not at risk students enrolled in 

band bv grade level 
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Figure 21 

Percentage of limited English proficient (LEP) and not LEP 

students enrolled in band bv grade level 
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Figure 22 

Percentage of Hispanic and Black with White students enrolled 

in franfl fry grade level 
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Figure 23 

Percentage of economically disadvantaged and not economic 11 y 

disadvantaged students enrolled in choir bv grade level 
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Figure 24 

Percentage of at risk and not at risk students enrolled in 

choir bv grade level 
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Note. Percent enrollment is the number of students from a 

given group who are enrolled in a particular music program 

divided by the total number of students in that group. 



175 

Figure 25 

Percentage of limited English proficient (LEP) and not LEP 

students enrolled in choir bv grade level 
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Figure 26 

Percentage of Black and Hispanic compared to White students 

enrolled in choir bv grade level 
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given group who are enrolled in a particular music program 

divided by the total number of students in that group. 
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Figure 27 

Percentage of economically disadvantaged and not economically 

disadvantaged students enrolled in orchestra bv grade level 
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Figure 28 

Percentage of at risk and not at risk students enrolled in 

orchestra bv grade level 
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Figure 29 

Percentage of limited English proficient (LEP) and not LEP 

students enrolled in orchestra by grade level 
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Figure 30 

Percentage of Hispanic and Black compared to White students 

enrolled in orchestra bv grade level 
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One would expect enrollment rates for all groups to 

decrease with increasing grade level, since normally more 

students drop out of music ensembles and continue in school 

than those that first become first involved in grades 11 or 

12. Most interesting is relationship of the educationally 

disadvantaged groups' enrollment to non-educationally 

disadvantaged groups' enrollment through consecutive grade 

levels. In all cases the enrollment rates for educationally 

disadvantaged students groups are more stable across grade 

levels than for non-educationally disadvantaged groups. 

Research Question 6 

Was there a relationship between the proportion of 

students in an educationally disadvantaged group within a 

district and that groups' music performance program 

enrollment rate? 

Frequency distributions were created for each of the 

following school district variables: proportion economically 

disadvantaged, proportion at risk, proportion limited English 

proficient (LEP), proportion White, proportion Hispanic, 

proportion Black, proportion Asian, and proportion Native 

American; as well as for the band, choir, and orchestra 

enrollment rates for each of these groups. Inspection of 

each of the frequency distributions revealed that the 

distributions all approximated the normal distribution. 

Given as well the comparatively large N (1,048), it was 
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assumed that these data could be analyzed with parametric 

statistics. 

Pearson product-moment correlation coefficients (r) 

were then computed between school districts' proportion of 

educationally disadvantaged groups and that same group's 

band, choir, and orchestra enrollment rates. The results of 

these correlations appear in Tables 44-51. It is worth 

noting that while some significant £ values may be found in 

each music performance program type, the majority of the 

significant £ value are for band. 

Tables 52-54 contain Pearson £ values for all student 

body ethnic group proportions and all ethnic group enrollment 

rates for band, choir, and orchestra. Generally, more 

significant r values are present in the band analysis than 

for those of choir or orchestra. Hispanic band enrollment 

rates correlate significantly with all student body ethnic 

group proportions except Native American, while white band 

enrollment rates correlate significantly with the portion of 

White, Hispanic, and Asian students in the student body. 



183 

Table 44 

Pearson r correlation coefficients between districts' 

proportion economically disadvantaged students and 

economically disadvantaged music performance program 

enrollment rates 

Economi cal ly 
Disadvan-
taged Band 
Enrollment 
Rate 

Economi cally 
Disadvan-
taged Choir 
enrollment 
Rate 

Economi cally 
Disadvan-
taged 
Orchestra 
Enrollment 
Rate 

Districts' 
Proportion 
Economically 
Di sadvantaged 

0.241* 0.060 0.100 

Note. *12 < .01 

Table 45 

Pearson r correlation coefficients between districts' 

proportion at risk students and at risk music performance 

program enrollment rates 

At Risk Band 
Enrollment 
Rate 

At Risk 
Choir 
Enrollment 
Rate 

At Risk 
Orchestra 
Enrollment 
Rate 

Districts' 
Proportion At Risk 

0.131* 0.022 0.012 

Note. < .01 
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Table 46 

Pearson r correlation coefficients between districts' 

proportion at limited English proficient (LEP) and LEP music 

performance program enrollment rates 

LEP Band 
Enroll-
ment 
Rate 

LEP 
Choir 
Enroll-
ment 
Rate 

LEP 
Orchestra 
Enroll-
ment Rate 

Districts' 
Proportion LEP 

0.184* 0.001 0.267* 

Note. < .01 

Table 47 

Pearson r correlation coefficients between districts' 

proportion White students and White music performance program 

enrollment rates 

White 
Band 
Enroll-
ment 
Rate 

White 
Choir 
Enroll-
ment 
Rate 

White 
Orchestra 
Enroll-
ment Rate 

Districts' 
Proportion 
White 

-0.162* 0.019 -0.045 

Note. < .01 
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Table 48 

Pearson r correlation coefficients between districts' 

proportion Hispanic students and Hispanic music performance 

program enrollment rates 

Hispanic 
Band 
Enroll-
ment 
Rate 

Hispanic 
Choir 
Enroll-
ment 
Rate 

Hispanic 
Orchestra 
Enroll-
ment Rate 

Districts' 
Proportion 
Hispanic 

0.148* -0.012 0.048 

Note. "E < .01 

Table 49 

Pearson r correlation coefficients between districts' 

proportion Black students and Black music performance program 

enrollment rates 

Black Black Black 
Band Choir Orches-
Enroll- Enroll- tra 
ment ment Enroll-
Rate Rate ment 

Rate 

Districts' -0.012 0.076 -0.009 
Proportion 
Black 
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Table 50 

Pearson r correlation coefficients between districts' 

proportion Asian students and Asian music performance program 

enrollment rates 

Asian Asian Asian 
Band Choir Orches-
Enroll- Enroll- tra 
ment ment Enroll-
Rate Rate ment 

Rate 

Districts' -0.099 -0.006 0.194* 
Proportion 
Asian 

Note. < .01 

Table 51 

Pearson r correlation coefficients between districts' 

proportion Native American students and Native American music 

performance program enrollment rates 

Native 
American 
Band 
Enroll-
ment Rate 

Native 
American 
Choir 
Enroll-
ment 
Rate 

Native 
American 
Orchestra 
Enroll-
ment Rate 

Districts' 
Proportion 
Native 
American 

-0.001 -0.047 -0.037 
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Table 52 

Pearson r correlation coefficients between school districts' 

proportion of students in specific ethnic groups and ethnic 

group band enrollment rates 

White 
Band 
Enroll-
ment 
Rate 

His-
panic 
Band 
Enroll-
ment 
Rate 

Black 
Band 
Enroll-
ment 
Rate 

Asian 
Band 
Enroll-
ment 
Rate 

Native 
Ameri-
can 
Band 
Enroll-
ment 
Rate 

Propor-
tion 
White 

-0.162* -0.120* -0.031 0.008 0.082 

Propor-
tion 
Hispanic 

0.147* 0.148* -0.041 -0.027 -0.085* 

Propor-
tion 
Black 

-0.065 -0.132* -0.012 -0.034 -0.042 

Propor-
tion 
Asian 

-0.185* -0.131* -0.063 -0.100 -0.046 

Propor-
tion 
Native 
American 

-0.100 -0.021 0.011 -0.072 -0.001 

Note. *b < .01 
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Table 53 

Pearson r correlation coefficients between school districts' 

proportion of students in specific ethnic groups and ethnic 

group choir enrollment rates 

White 
Choir 
Enroll-
ment 
Rate 

His-
panic 
Choir 
Enroll-
ment 
Rate 

Black 
Choir 
Enroll-
ment 
Rate 

Asian 
Choir 
Enroll-
ment 
Rate 

Native 
Ameri-
can 
Choir 
Enroll-
ment 
Rate 

Propor-
tion 
White 

0.019 0.007 -0.044 -0.056 -0.004 

Propor-
tion 
Hispanic 

-0.048 -0.012 -0.056 -0.077 -0.018 

Propor-
tion 
Black 

-0.012 -0.063 0.076 -0.009 0.003 

Propor-
tion 
Asian 

0.110 0.082 0.044 -0.006 0.054 

Propor-
tion 
Native 
American 

-0.096 -0.066 -0.032 -0.064 -0.047 
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Table 54 

Pearson r correlation coefficients between school districts' 

proportion of students in specific ethnic groups and ethnic 

group orchestra enrollment rates 

White 
Or-
chestra 
Enroll-
ment 
Rate 

His-
panic 
Or-
chestra 
Enroll-
ment 
Rate 

Black 
Or-
chestra 
Enroll-
ment 
Rate 

Asian 
Or-
chestra 
Enroll-
ment 
Rate 

Native 
Ameri-
can 
Or-
chestra 
Enroll-
ment 
Rate 

Propor-
tion 
White 

-0.045 -0.080 -0.021 -0.026 -0.023 

Propor-
tion 
Hispanic 

0.017 0.048 0.000 0.003 -0.032 

Propor-
tion 
Black 

-0.009 -0.011 -0.009 -0.042 0.076 

Propor-
tion 
Asian 

0.090 0.094 0.066 0.194* 0.088 

Propor-
tion 
Native 
American 

-0.108 -0.096 -0.097 -0.078 -0.037 

Note. "n < .01 



CHAPTER 5 

FINDINGS, CONCLUSIONS, AND IMPLICATIONS 

The purpose of this study was to measure music 

performance program enrollments and course availability for 

educationally disadvantaged and non-disadvantaged student 

groups in Texas (grades 9-12, 1992-93 academic year), and to 

further examine relationships which could help music 

educators understand the role which music performance 

programs play in the lives of educationally disadvantaged 

students. The data analyzed in this study were collected by 

the Texas Education Agency's (TEA) Public Education 

Information Management System. Subjects included 907,327 

students from 1,048 school districts. This population 

included every Texas 9-12 grade student who finished the 

1992-93 academic year. The detailed data made available for 

this study by the TEA allowed for an in-depth descriptive 

study of a very large sample. 

Student demographic and course completion data were 

combined with school district demographic and backdrop 

information. Comparisons of enrollment rates and course 

availability for various student groups were then possible 

across contrasting geographic regions, school district 

settings, district student body sizes, as well as for 
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statewide analyses. Other school district variables 

werecomputed specifically for this study, such as the number 

of students per full time equivalent music faculty. 

All analytical procedures proceeded as planned, with the 

exception of the analysis of enrollment rates by grade level 

for contrasting ethnic groups. Enrollment figures by grade 

level were not obtained for each ethnic group individually. 

Rather, Black and Hispanic enrollment data by grade level 

were combined. The only comparisons of ethnic group 

enrollment rates across grade levels which could then be made 

were between Black and Hispanic students combined and White 

students. 

In the sections below, the findings of this study are 

presented. For the sake of clarity, each research question 

is dealt with individually. 

Findings 

Research Question 1 

Were there significant differences between the music 

performance program enrollment rates of educationally 

disadvantaged and non-educationally disadvantaged groups of 

students? 

This study found consistent differences between 

educationally disadvantaged and non-disadvantaged group 

enrollment rates in music performance programs. Economically 

disadvantaged, at risk, and limited English proficient (LEP) 
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enrolled less frequently than their peers in band, choir, and 

orchestra. The differences were all statistically 

significant at the d = .01 level. The differences between 

educationally disadvantaged and non-disadvantaged group 

enrollments were consistently smaller for choir than for 

either band or orchestra. The largest differences in 

enrollment were between LEP and not LEP students. LEP 

enrollment rates were often as much as four times lower. 

In band, White students enrolled significantly more 

often (11.5%) that any other ethnic group. Both Hispanic 

(7.5%) and Black (6.6%) students enrolled less frequently 

than Whites. 

Black students participated more frequently than any 

other group in choir (5.3%), although the White enrollment 

rate (5.2%) was not significantly different. The Hispanic 

choir enrollment rate (2.7%) was the lowest of any group. 

Orchestra enrollment rates were highest for Asian 

students (3.7%). White enrollment (0.9%) was significantly 

higher than either Black (0.4%) or Hispanic (0.6%). 

Sub-question IA 

How did geographic location affect music performance 

program enrollment rates of educationally disadvantaged and 

non-educationally disadvantaged groups? 

While geographic location affected enrollment rates for 

all students, the differences in enrollment between 



193 

educationally disadvantaged and non-educationally 

disadvantaged groups remained consistent across geographic 

regions. Educationally disadvantaged groups participated 

less often than their peers in each geographic region. 

Enrollment for all three music performance courses were 

highest for all students in the west. The south and east had 

the lowest overall music enrollment. 

In band, the enrollment rate for all students were 

highest in the west (12.1%), and lowest in the east (7.9%). 

In all geographic regions, educationally disadvantaged groups 

enrolled in band less frequently that their non-educationally 

disadvantaged counterparts. White students enrolled the most 

often of any ethnic group in each region. In the north and 

east, Black students enrolled more frequently than Hispanics, 

while in the south, west, and central regions the opposite 

was true. 

Choir enrollment rates ranged from 5.3% in the west to 

2.8% in the south. As in the band enrollment rates, choir 

enrollment rates for economically disadvantaged, at risk, and 

limited English proficient students were lower than their 

peers in each region. However, Black students enrolled more 

often than any other ethnic group in the north, west, and 

central regions. Hispanic students had the lowest choir 

enrollment rates of any ethnic group in all five geographic 

regions. 
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The enrollment rates for all students in orchestra 

ranged from 0.5% in the south to 1.5% in the west. 

Economically disadvantaged, at risk, and limited English 

proficient students normally enrolled about half as often as 

their peers in each region. For some groups in particular 

regions, the differences were much greater. Asian students 

were always the most frequent enrollers. Whites always 

participated more often than either Black or Hispanic 

students; however, these differences were not as great as 

between other groups for orchestra. 

Sub-question IB 

How did school setting affect music performance program 

enrollment rates of educationally disadvantaged and uon-

educationallv disadvantaged groups? 

Enrollment rates for each music performance course 

varied by school setting. The setting with the highest and 

lowest overall enrollment rates varied for each music 

performance program. In nearly all settings for each music 

program, educationally disadvantaged group enrollments were 

lower than non-educationally disadvantaged groups. The 

greatest disparities between educationally disadvantaged and 

non-educationally disadvantaged group enrollment rates for 

both band and choir were located in major suburban, other 

central city, and other central city suburban settings. The 

data gathered for orchestra would not allow for this type of 
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generalization. 

Band enrollment.rates for all students differed 

substantially in contrasting school settings, from a high of 

16.8% in rural settings to a low of 5.5% in major urban 

schools. While educationally disadvantaged students nearly 

always participated less often than their peers, rural school 

settings came closer than the other setting in achieving 

equal enrollment. Additionally, rural schools had a higher 

Hispanic band enrollment rate (19.4%) than White (16.4%), and 

was the only school setting where White enrollment was not 

higher than Hispanic enrollment. Black band enrollment was 

lower than White in every setting. The greatest disparity 

between educationally disadvantaged and non-educationally 

disadvantaged group enrollments were in the major suburban, 

other central city, and other central city suburban settings. 

Educationally disadvantaged group enrollments in these 

settings were often less than half of their non-educationally 

disadvantaged peers. 

Choir enrollments for all students varied less than 

those for band, from a low of 2.5% in rural districts to 5.5% 

in the independent town setting. In nearly all settings, 

educationally disadvantaged group enrollments were lower than 

non-educationally disadvantaged enrollments. The major 

exception to this was in the non metro fast growing schools, 

where economically disadvantaged students enrolled more often 

than not economically disadvantaged, and limited English 
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proficient (LEP) students enrolled more often than not LEP 

students. The greatest disparity between educationally 

disadvantaged and non-educationally disadvantaged group 

enrollments occurred in major suburban, other central city, 

and other central city suburban settings. Black students had 

higher choir enrollments than White in major urban, 

independent town, non metro stable, and rural settings. 

Hispanic choir enrollment rates were always less than, and 

often less than half, of White enrollment. 

Orchestra enrollment by school district setting followed 

generally the trends seen in both band and choir. In most 

cases, educationally disadvantaged group enrollments were 

lower than their peers'. No generalizations could be drawn 

in determining which settings had the greatest disparities 

between educationally disadvantaged and non-educationally 

disadvantaged groups enrollment rates. As in choir, 

orchestra enrollment rates in non metro fast growing 

districts broke from the trend, and economically 

disadvantaged, at risk, and limited English proficient 

enrollment rates were all higher than their counterparts' in 

that setting. Asian students usually had the highest 

orchestra enrollment rates of any ethnic group. 

Sub-cruestion 1C 

How did 9-12 grade student body size affect music 

performance program enrollment rates of educationally 
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disadvantaged and non-educationally disadvantaged groups? 

Enrollment rates for each music program varied according 

to student body size quartiles. Choir and orchestra had the 

largest overall enrollment rates in the largest districts, 

although band was highest in small districts. In nearly all 

cases, educationally disadvantaged group enrollment rates 

were lower than non-educationally disadvantaged. Hie 

differences between educationally disadvantaged and non-

educationally disadvantaged group enrollment rates were 

consistently greatest in the largest school districts for all 

three music performance courses. 

Band enrollment rates by student body size were highest 

for all students in small (19.5%) and large schools (16.8%), 

and lowest in the smallest (7.5%) and largest schools (7.9%). 

In nearly all educationally disadvantaged group enrollment 

was once again lower than non-educationally disadvantaged 

groups. The greatest differences in enrollment were seen in 

large schools, where economically disadvantaged student 

enrollment was at 11.9% and not economically disadvantaged 

enrollment at 18.8%, at risk at 12.0% and not at risk at 

20.4%, and limited english proficient (LEP) at 7.3% and not 

LEP at 17.1%. The smallest schools achieved the closest 

enrollment between groups, and actually had higher at risk 

enrollment (7.7%) than not at risk (7.4%), as well as higher 

Black (12.6%) and Hispanic enrollment (8.9%) than White 

(6.8%). 
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In choir, enrollment rates for all students increased 

with student body size. In most cases, educationally 

disadvantaged group enrollments were lower than non-

educationally disadvantaged groups'. These differences 

increased as student body size increased, and the largest 

schools had the greatest disparity between groups. However, 

Black enrollment did exceed White in all student body size 

quartiles except the largest. Hispanic enrollment was always 

lower than both White and Black, and in both the small and 

largest quartiles Hispanic enrollment was less than half that 

of White. 

Enrollment rates in orchestra in increased as student 

body size increased. Some of this is due to the fact that 

neither the smallest or small student body size quartiles 

offered orchestra. However, substantial increases are 

apparent between the large and largest quartiles. 

Educationally disadvantaged group enrollment rates were 

nearly always lower than non-educationally disadvantaged 

groups', and these differences were most apparent in the 

largest quartile. 

Summary 

On the statewide level, educationally disadvantaged 

student groups always enrolled less frequently than their 

peers in band, choir, and orchestra. The exception to this 

was Black choir enrollment, which was not significantly 
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different than White's. Geographic location had little 

effect on the differences between groups. An analysis by 

school district setting revealed that the greatest 

differences between educationally disadvantaged and non-

educational ly disadvantaged group enrollment rates in band 

and choir were located in major suburban, other central city, 

and other central city suburban districts. When data were 

disaggregated by school size, the differences between 

educationally disadvantaged and non-educationally 

disadvantaged group enrollments were consistently greatest in 

the largest school districts for all three music performance 

courses. 

Research Question 2 

When students who attended schools not offering specific 

music performance programs were excluded from analysis, were 

there significant differences between the music performance 

program enrollment rates of educationally disadvantaged and 

non-educationally disadvantaged groups of students? 

In general, the results showed consistent, statistically 

significant differences in enrollment between educationally 

disadvantaged and non-educationally disadvantaged group 

enrollments among students who attended schools offering the 

specific program. Educationally disadvantaged groups always 

enrolled less frequently than their peers. These 

statistically significant differences ranged from relatively 
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small, such as between Black (5.7%) and White (6.2%) choir 

enrollment, to much greater, as between band enrollments of 

limited English proficient (LEP) (2.2%) and not LEP (10.2%) 

students. 

The trends enrollment rates in this analysis were 

similar to those found in Research Question l, excepting that 

when students who did not attend schools offering the 

programs are excluded, differences between educationally 

disadvantaged and non-educationally disadvantaged group 

enrollments were slightly greater. In this analysis, White 

enrollment exceeded both Black and Hispanic band, choir, and 

orchestra. This differs slightly from the findings of 

Research Question 1, where Black choir enrollment was not 

significantly different than White. 

The findings from this research question would indicate 

that differences between educationally disadvantaged and non-

educationally disadvantaged groups enrollment rates are not 

due to differences in course offerings. That is to say, 

disparity in district to district course offerings are not 

responsible for differences between group enrollments in 

band, choir, and orchestra. 

Sub-<auestxoh 2A 

When students who attended schools not offering specific 

music performance programs were excluded from analysis, how 

did geographic location affect music performance program 
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enrollment rates of educationally disadvantaged and non-

educational lv disadvantaged groups? 

Overall, school districts in the west had the highest 

enrollment rates for all students in band, choir, and 

orchestra, those in the south and east had the lowest. 

Educationally disadvantaged groups enrolled less frequently 

in band, choir, and orchestra in all regions. The sole 

exception was in choir enrollment in the north and central 

regions, where the Black enrollment rate was greater than 

Whites'. In most cases, the difference between educationally 

disadvantaged and non-educationally disadvantaged group 

enrollments were slightly greater in this analysis than in 

Sub-question 1A. 

Sub-question 2B 

When students who attended schools not offering specific 

music performance programs were excluded from analysis, how 

did school setting affect music performance program 

enrollment rates of educationally disadvantaged and non-

educational lv disadvantaged groups? 

Enrollment rates controlled for course availability for 

all music performance programs varied from setting to 

setting. However, this analysis revealed a consistent trend 

indicating that enrollment rates were lowest in major urban 

districts and were highest in rural locales. This was not 

apparent in the data from Sub-question IB. In most settings 
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enrollment rates for educationally disadvantaged groups were 

lower than non-educationally disadvantaged groups. These 

differences were greatest in major suburban, other central 

city, and other central city suburban for both band and 

choir. 

Band enrollment rates for all students increased as the 

setting moved from urban to increasingly rural settings. 

This tendency was seen also in Research Question IB, although 

in this analysis the increase is even more dramatic: from 

5.5% in major urban to 22.6% in rural districts. 

Educationally disadvantaged band enrollment is lower than 

that for non-educationally disadvantaged groups in all 

settings; however, the differences are greatest in major 

suburban, other central city, and other central city suburban 

settings. For example, in each of these settings the 

economically disadvantaged band enrollment rate is 

approximately half that of not economically disadvantaged 

students. 

As with the band rates, choir enrollment rates for all 

students generally increased as the setting moved from major 

urban to increasingly rural settings. This is a trend that 

was not observable in Sub-question IB. Educationally 

disadvantaged student group enrollments are for the most part 

lower than non-educationally disadvantaged groups. One 

particular setting shows a sharp contrast to this, however: 

non metro fast growing districts have much higher 
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educationally disadvantaged choir enrollment rates than non-

educationally disadvantaged (for example, 18.2% economically 

disadvantaged, 6.6% not economically disadvantaged). The 

relatively low student N in this setting may be in part 

responsible for this phenomenon. Differences between 

educationally disadvantaged and non-educationally 

disadvantaged group enrollments are greatest in major 

suburban, other central city, other central city suburban, 

and independent town settings. 

Orchestra enrollment rates for all students showed the 

same general increase from major urban to increasingly rural 

settings which were found for band and choir. This was not 

apparent in the orchestra analysis of Sub-question IB. Once 

again, non metro fast growing districts diverged from this 

and had consistently higher enrollment rates for most 

educationally disadvantaged groups. Non metro stable 

districts had the greatest disparity of enrollment rates of 

any setting; this, however, may be due in part to a 

relatively low student N in this setting. 

Sub-question 2C 

When students who attended schools not offering specific 

music performance programs were excluded from analysis, how 

did 9-12 grade student body size affect music performance 

program enrollment rates of educationally disadvantaged and 

non-educationally disadvantaged groups? 



204 

Enrollment rates for all three music performance 

programs increased as student body size decreased. This 

trend was not seen in Sub-question 1C. Additionally, for 

each music program the differences between educationally 

disadvantaged and non-educationally disadvantaged group 

enrollment rates were the least in the smallest quartile 

offering each course. 

Band enrollment rates for all students showed a marked 

increase when moving from the largest districts (8.0%) to the 

smallest (33.0%). This was not apparent for the analysis in 

Sub-question 1C. Additionally, the largest districts had the 

greatest relative difference between educationally 

disadvantaged and non-educationally disadvantaged group 

enrollment rates, and these relative differences decrease as 

one moves toward increasingly smaller student body size 

quartiles. In fact, small districts have a higher Hispanic 

enrollment rate than Whites, and for the smallest districts 

both Hispanic and Black enrollment rates exceed White's. 

Choir enrollment also increased for all students as 

student body size decreased. This was not apparent in the 

analysis in Sub-question 1C. Although educationally 

disadvantaged and non-educationally disadvantaged group 

enrollment rates did not show any generalizable trend across 

successive students body size quartiles, differences were 

smallest in small schools. 
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Since orchestra was not offered in any school districts 

within the smallest and small student body size guartiles, 

orchestra enrollment rates by student body size quartiles 

were only available for large and largest schools. The 

largest school districts had the lowest enrollment rates for 

all students. This is directly contrary to the findings in 

Sub-question 1C, where the largest school districts had the 

highest enrollment rates. Educationally disadvantaged 

students had lower enrollment rates than their peers in both 

guartiles. 

Summary 

Statewide enrollment data controlled for course 

availability suggest that educationally disadvantaged student 

groups always enrolled in band, choir, and orchestra less 

often than their peers. When data were broken down by 

geographic region, the only exception to this was found when 

Black student choir enrollment rates in the north and central 

regions exceeded Whites'. Differences between educationally 

disadvantaged and non-educationally disadvantaged group band 

and choir enrollment rates were greatest in major suburban, 

other central city, and other central city suburban settings. 

An analysis by district size found that the smallest schools 

offering the courses had the least differences in enrollment 

between groups. 
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Research Question 3 

Were there significant differences between the music 

performance program course availability rates of 

educationally disadvantaged and non-educationally 

disadvantaged groups of students? 

Overall, educationally disadvantaged and non-

educationally disadvantaged groups had comparable course 

availability rates. While differences in course availability 

between groups were always statistically significant, no 

trend existed which indicated greater course availability for 

non-educationally disadvantaged groups. In fact, more often 

than not it was the educationally disadvantaged groups which 

had the slightly higher course availability rates. 

Course availability rates for economically disadvantaged 

students were slightly lower than for not economically 

disadvantaged students in band, choir, and orchestra. While 

the difference in course availability were significant at the 

d = .01 level, they were smaller than the differences between 

enrollment rates for the same groups. 

At risk students had slightly higher course availability 

rates than not at risk students for band and orchestra, but 

for choir the opposite was true. While these differences 

were significant at the a = .01 level, they were not great. 

For example, band course availability rates for at risk 

students was 96.9% and not at risk students was 96.6%. With 

the large N under consideration here, relatively small 
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percentile differences still resulted in significant z 

values. 

Limited English proficient (LEP) students had higher 

course availability rates than not LEP students for all three 

music performance categories. These differences were 

smallest for band, where the LEP rate was 98.1% and the not 

LEP rate was 96.6%. Orchestra had the widest difference, 

with LEP course availability at 63.4% and not LEP at 48.1%. 

Interestingly, white students had the lowest course 

availability rates of any ethnic group for all three music 

performance categories. Black and Hispanic students were 

consistently near the highest course availability rates for 

each course. Differences were greatest for orchestra, where 

course availability rates were 60.5%, 52.5%, and 42.4% for 

Black, Hispanic, and White students, respectively. 

Sub-question 3A 

How did creocrraphic location affect music performance 

program course availability rates of educations n Y 

disadvantaged and non-educationally disadvantaged crrouns? 

While course availability rates for all music programs 

varied with geographic location, each music course differed 

with respect to where the highest course availability rates 

appeared. Both choir and orchestra had the lowest course 

availability rates in central school districts. The data 

generated in this study do not indicate any general trend 
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regarding differences in course availability rates of 

educationally disadvantaged and non-educationally 

disadvantaged students across geographic regions. 

Band course availability rates for all groups of 

students fluctuated very little across geographic regions. 

No trend was discernable which would indicate that any 

particular geographic regions had more or less favorable band 

opportunities for educationally disadvantaged groups of 

students. 

Choir course availability rates for all students were 

highest in the east (92.8%) and lowest in central (79.1%) 

school districts. Economically disadvantaged students had 

somewhat lower course availability rates than not 

economically disadvantaged in each region; however, limited 

English proficient (LEP) students' course availability was 

higher than not LEP students in each region. At risk and not 

at risk student course availability rates showed no pattern, 

white rates were lower than both Black and Hispanic in each 

geographic region. 

Orchestra course availability rates by geographic region 

varied considerably, from 32.6% in central districts to 61.6% 

in the west. Economically disadvantaged and not economically 

disadvantaged group rates showed no edge overall for either 

group. The same was true for at risk and not at risk 

students. Limited English proficient (LEP) students had 

higher course availability rates than not LEP students in 
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every geographic region. White course availability was the 

lowest of any ethnic group except in the south, where it was 

somewhat higher than both Black and Hispanic course 

availability rates. 

Sub-question 3B 

How did school setting affect music performance program 

course availability rates of educationally disadvantaged and 

non-educationally disadvantaged groups? 

Course availability rates for all students in each music 

performance course decreased as district settings moved from 

major urban to increasingly rural. Differences in 

educationally disadvantaged and non-educationally 

disadvantaged group course availability rates across district 

settings varied between music courses. Non metro fast 

growing districts had considerably lower educationally 

disadvantaged course availability than non-educationally 

disadvantaged for both band and orchestra. 

Band course availability rates for all students was 

highest in the major urban setting (100.0%) and lowest in the 

rural setting (74.4%). Differences in course availability 

rates between educationally disadvantaged and non-

educationally disadvantaged groups were minimal, except in 

the non metro fast growing setting. In that setting, 

economically disadvantaged, at risk, and limited English 

proficient students all had considerably lower course 
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availability rates than their peers. No observable trend was 

apparent for ethnic groups. 

Choir course availability rates for all students were 

highest in major urban and other central city districts 

(100.0% in both cases), and lowest in rural districts 

(19.3%). There was a general decrease in course availability 

rates for all students as the districts moved from major 

urban to increasingly rural settings. Educationally 

disadvantaged groups of students had roughly equal course 

availability rates in most settings with the exceptions of 

non metro fast growing, non metro stable, and rural, where 

educationally disadvantaged student groups had markedly lower 

course availability rates than their peers. 

For orchestra, the highest course availability rates for 

all students were in major urban districts (87.6%), and the 

lowest in rural (0.0%). As with choir course availability 

rates, the orchestra course availability rates for all 

students generally decreased and districts moved from urban 

to increasingly rural settings. In most instances, 

educationally disadvantaged groups had slightly higher course 

availability rates than non-educationally disadvantaged 

groups. 

Sub-auestion 3C 

How did 9-12 grade student body size affect music 

performance program course availability rates of 
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educationally disadvantaged and non-educationally 

disadvantaged groups? 

Course availability rates for all music performance 

courses increased with increasing student body size 

guartiles. No overriding tendency was apparent in all music 

performance courses regarding differences in educationally 

disadvantaged and non-educationally disadvantaged group 

course availability across student body size quartiles. 

Band course availability increased for all students as 

student body size quartiles increased (22.8% for smallest, 

98.5% for largest). The smallest and small guartiles had 

slightly higher course availability for educationally 

disadvantaged groups as opposed to non-educationally 

disadvantaged. This generalization could not be made for the 

large and largest quartiles. 

Choir course availability ranged increased with student 

body size, from 8.3% in the smallest student body size 

quartile to 96.5% in the largest. Rates of educationally 

disadvantaged groups were slightly lower than non-

educationally disadvantaged groups within most quartiles, 

although occasionally these differences were unusually large. 

For example, in large schools the limited English proficient 

(LEP) rate was 22.2%, and the not LEP rate was 41.2%. 

Orchestra was only offered in the two largest quartiles. 

The data available indicated that the orchestra course 

availability rates for all students increased with student 
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body size quartiles. No trend was apparent with respect to 

the differences in rates between educationally disadvantaged 

and non-educationally disadvantaged groups. 

Statewide band, choir, and orchestra course availability 

rates of educationally disadvantaged and non-educationally 

disadvantaged students showed no trend which would indicate 

consistently higher course availability for non-educationally 

disadvantaged students. The data generated in this study 

provide no evidence that geographic location effected 

differences between educationally disadvantaged and non-

educationally disadvantaged course availability. Non metro 

fast growing districts had considerably lower educationally 

disadvantaged course availability than non-educationally 

disadvantaged. Analysis by student body size found no 

overriding tendency regarding differences between 

educationally disadvantaged and non-educationally 

disadvantaged course availability. 

Research Question 4 

Was there a relationship between school districts' 

number of students per full time equivalent music faculty and 

the proportion of educationally disadvantaged student groups? 

No evidence was found of any significant relationship 

between the number of students per full time equivalent music 

faculty in a district and the proportion of educationally 
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disadvantaged students within the districts. Consequently, 

the data from this study do not support any argument relating 

student/teacher ratios to the proportion of educationally 

disadvantaged students within the district. One must assume, 

therefore, that districts with high and low proportions of 

educationally disadvantaged students afford the same 

availability of music teachers to students. There is no 

cause to support the notion that differing teacher/student 

ratios could account for the lower enrollment rates of 

educationally disadvantaged groups of students. 

Research Question 5 

Were differences in music performance program course 

enrollment rates of educationally disadvantaged and non-

educationallv disadvantaged groups already apparent in ninth 

grade, or did the differences develop over subsequent grade 

levels? 

The differences between educationally disadvantaged and 

non-educationally disadvantaged group enrollment rates were 

usually greatest in the lowest grade level measured 

(ninth). The fact that the differences between contrasting 

student group enrollment rates were greatest in the lowest 

grade level measured is clear evidence that disproportionate 

enrollments are already evident in ninth grade. In fact, the 

differences are substantially more evident in ninth grade 

than in twelfth. 
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Enrollment rates for all student groups decreased with 

progressive grade levels. However, non-educationally 

disadvantaged group enrollment rates decreased by grade level 

more rapidly than educationally disadvantaged groups'. The 

overall differences in enrollment found in Research Questions 

1 and 2 are therefore not likely due to variations in music 

program retention. 

Of course, the data generated in this analysis were not 

created longitudinally. Generalizations from this 

information to music program retention tendencies must 

proceed with caution. However, the data from this study 

suggest that educationally disadvantaged groups may have 

better music performance program retention than non-

educationally disadvantaged groups. 

Research Question 6 

Was there a relationship between the proportion of 

students in an educationally disadvantaged group within a 

district and that groups' music performance program 

enrollment rate? 

Of the three music performance courses under 

consideration, only band enrollment rates showed recurring 

relationships to overall student body characteristics. Band 

enrollment rates of nearly all educationally disadvantaged 

student groups showed significant positive correlations with 

the proportion of those students in the student body. Only 
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Black enrollment rates did not. In each case, higher 

proportions of educationally disadvantaged students in a 

student body related to a higher likelihood that those 

students would enroll in band. 

Additionally, Hispanic band enrollment correlated 

significantly with all other ethnic group proportions except 

Native American. Hispanic band enrollment rates increased 

with greater proportions of Hispanic students in the student 

body, and decreased as other ethnic group proportions 

increased. This would indicate that Hispanic band enrollment 

rates in particular are linked with student body 

demographics. 

Summary 

Important findings from this study may be summarized as 

follows: (a) music performance programs were available to 

nearly every Texas grade 9-12 student, (b) educationally 

disadvantaged students consistently enrolled in music 

performance programs less often than non-educationally 

disadvantaged students, (c) choir came the closest to 

achieving equal enrollment among contrasting student groups, 

(d) enrollment rate differences were already apparent in the 

lowest grade level measured (ninth), (e) within existing 

programs, large suburban type districts had the greatest 

disparity between enrollment rates of contrasting student 

groups, (f) small and rural type districts came the closest 
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to achieving equal enrollment between contrasting student 

groups. 

Conclusions 

Economically Disadvantaged 

The present investigation found consistently lower music 

performance program (band, choir, and orchestra) enrollment 

rates for economically disadvantaged groups than for not 

economically disadvantaged students. Other researchers in 

this field have measured student socioeconomic status (SES) 

rather than economic disadvantage; however, since SES is 

strongly linked to family income, some general comparisons of 

findings can be made. The findings from the present 

investigation confirm those of Wolfle (1969) and the National 

Center for Education Statistics (1986, 1990a, 1993c), and go 

further to provide a more detailed description of 

educationally disadvantaged group enrollment in music 

performance programs. 

Wolfle (1969) found that students from low socioeconomic 

status (SES) households were less likely to begin 

instrumental music study than students from either middle or 

high SES families. Wolfle did not measure participation in 

vocal music, nor did he measure band and orchestra 

participation separately. Other studies by the National 

Center for Education Statistics (NCES 1990a, 1993c) also 

found that low SES students participated in school music less 
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often than other SES groups. 

In a separate data collection effort {The High School 

and Beyond data base), The National Center for Education 

Statistics (NCES) (1986) found more evidence of a direct 

relationship between SES and music participation either in or 

out of school. Both instrumental and vocal music were 

included in the study. Moreover, it was found that the 

difference between low and high socioeconomic status (SES) 

participation rates were greater in instrumental than vocal 

music. The present study confirms these findings. 

Furthermore, this investigator found that differences 

between enrollment rates economically disadvantaged and not 

economically disadvantaged students did not diminish when 

enrollment rates were controlled for course availability. 

Nor was any link apparent between these differences and 

geographic region. Enrollment rates by district setting 

revealed that differences between economically disadvantaged 

and not economically disadvantaged groups were greatest in 

major suburban, other central city, other central city 

suburban and independent town settings. Additionally, 

enrollment rates by 9-12 grade student body size quartiles 

(smallest, small, large, and largest) revealed that the 

smallest districts generally had the least difference between 

economically disadvantaged and not economically disadvantaged 

student enrollment. The greatest differences were found in 

both the large and largest district quartiles. 



218 

To summarize, the available research findings agree that 

students from disadvantaged economic backgrounds do not 

participate in public school music performance programs as 

often as their peers. In many cases, poorer students enroll 

in music programs about half as often as other students. 

Disparity in enrollment rates between contrasting economic 

groups appear to be greater for instrumental music than for 

vocal music. Disparity in enrollment does not appear to be 

related to differences in course availability, 

student/teacher ratios, or geographic region. Districts with 

the greatest disparity in enrollment rates tend to be 

relatively large suburban and independent town settings. 

Smaller, more rural as well as inner city types settings do 

the best job at involving diverse groups of students. 

At Risk 

I chose to compare at risk student enrollments in music 

performance programs to not at risk student enrollments. In 

so far as I know, there is no related research which employs 

this variable. However, academic achievement is by far the 

most common indicator of at risk status in Texas. Since 

other researchers have investigated differences in music 

enrollment between contrasting academic achievement groups, 

cautious comparisons to findings of the present study may be 

made. 
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The findings from the present study found that at risk 

students enrolled less often in band, choir, and orchestra 

than students not at risk. At risk students often 

participated about half as often as other groups of students, 

and sometimes as little as one fourth as often when rates 

were controlled for course availability. This would confirm 

findings from Haynes (1982) and Frakes (1984/85), who 

measured ACT and Iowa Test of Basic Skills scores, 

respectively. The High School and Beyond data base (National 

Center for Education Statistics [NCES], 1986) found that 

students with the highest grade point averages enrolled in 

band or orchestra two and a half times more often than 

students with low grade point averages. The National 

Education Longitudinal Study of 1988 (NCES 1990a, 1990b, 

1993c) found that students with the highest composite grades 

and composite test scores participated in music substantially 

more often than those with low composite grades or composite 

test scores. 

The present investigation also found that the relative 

difference between at risk and not at risk group music 

performance enrollments were greater for band and orchestra 

than for choir. The High School and Beyond data base (NCES, 

1986) found the same with respect to grade point averages. 

Kehrberg (1984) found no relationship between choir 

participation and academic achievement, but did find a 

significant relationship between band participation and 
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academic achievement. 

Furthermore, this investigator found that the 

differences between at risk and not at risk students 

enrollment rates remained when rates were controlled for 

course availability. The present investigation went on to 

explore any apparent associations between the differences in 

at risk and not at risk group enrollments and geographic 

location, school district setting, or 9-12 grade student body 

size. Similar differences were observed in all geographic 

regions. However, a disaggregation of enrollment rates by 

school district setting revealed that the differences in at 

risk and not at risk enrollment rates were greatest in major 

suburban, other central city, and other central city suburban 

settings. Furthermore, the relative differences between 

enrollment rates controlled for course availability are least 

in the smallest schools, and increase as the 9-12 grade 

student body size increases. 

In sum, the available evidence agrees that students with 

poor academic achievement enroll in music performance 

programs less often than other students. In many cases, 

these students enrolled in music performance programs less 

than half as often as other students when enrollment rates 

were controlled for course availability. These differences 

in enrollment rates are greater for instrumental music than 

for vocal music. Large districts in suburban and independent 

town settings have the greatest disparities in enrollment. 
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Districts with a small student body, in rural and inner city 

settings do the best at involving diverse groups of students. 

Limited English Proficient 

I am aware of no other studies which have examined music 

performance program enrollment rates of limited English 

proficient (LEP) students. The findings from this study then 

represent a singular addition to the literature. The present 

inquiry found that the differences between LEP and not LEP 

student enrollment rates were invariably greater than those 

of any of the other comparisons included in this study. LEP 

students enrolled in music anywhere from half to an eighth as 

often as their peers, depending on the particular analysis. 

These differences were normally lower for choir than for 

either band or orchestra. 

The differences between LEP and not LEP enrollment 

increased when enrollment rates were controlled for course 

availability. These differences were apparent in all 

geographic regions. An analysis by eight contrasting school 

district settings found that differences between LEP and not 

LEP enrollments were greatest in major suburban, other 

central city, other central city suburban, and independent 

town settings. When enrollment rates were controlled for 

course availability, the non metro fast growing setting had 

substantially higher LEP choir and orchestra enrollments than 

not LEP students, making it the only setting in this study 
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which reversed the predominant trend. Similarly, when rates 

were controlled for course availability choir enrollment was 

higher for LEP students than not LEP in school district 

falling into the large and small student body size (guartiles 

were labeled smallest, small, large, and largest). 

Educationally Disadvantaged Ethnic Groups 

This investigation regarded Black and Hispanic students 

as educationally disadvantaged. The foundations for this 

decision are presented in Chapter 3. This study found that 

Texas' Black and Hispanic students consistently enrolled 

significantly less often in band and orchestra than White 

students. However, choir enrollment rates for Black students 

were not significantly different than White, while Hispanic 

enrollment rates were still lower. Data produced by the 

National Education Longitudinal Study of 1988 (National 

Center for Education Statistics [NCES] 1990a) also found than 

White music enrollment was considerably higher than either 

Black or Hispanic; however, this study did not separate music 

participation into specific performing groups (band, choir, 

and orchestra) as did the present study. 

The High School and Beyond effort (NCES, 1986) also 

disaggregated music participation rates by ethnicity. These 

data do not indicate the same trends observed in the current 

investigation and in the National Education Longitudinal 

Study of 1988. Rather, Black men and women participated in 
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"choir or dance" more often than Whites, and Hispanic men and 

women at least as often as Whites. Black men participated 

most often in "band or orchestra", while Black, Hispanic, and 

White women had nearly equal participation rates. However, 

this particular study grouped "band and orchestra" together, 

as well as "chorus or dance". Additionally, students were 

asked, "have you participated in any of the following 

activities either in or out of school this year? [italics 

added]" (NCES, 1986, p. 3). The High School and Beyond data 

can therefore only be interpreted to reflect participation in 

church, community, family, and informal peer ensembles, as 

well as in school music programs. 

I went further to explore other variables in connection 

with the differences found between ethnic group participation 

rates. When participation rates were controlled for course 

availability, the difference between White and disadvantaged 

ethnic group enrollment rates increased. The differences in 

enrollment rates remained fairly consistent in all geographic 

regions, although Black students enrolled in choir more often 

than any other ethnic group in the central, north, and west 

regions. White choir enrollment was higher in the other 

regions. 

Data disaggregated by school district setting revealed 

that Whites had higher participation rates for band and 

orchestra in nearly all settings, but that these differences 

decreased in major urban and particularly in rural settings. 
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The greatest differences between ethnic group enrollment 

rates were consistently apparent in the major suburban, other 

central city, and other central city suburban settings. 

Band enrollments controlled for course availability 

showed a decrease in the difference between White and Black 

and Hispanic rates as student body size decreased. In the 

smallest schools Whites participated less often than either 

Blacks or Hispanics. This reversal with decreasing student 

body size was not apparent in choir or orchestra enrollment 

rates. 

In summary, the best data available agree that Hispanic 

and Black students do not enroll in instrumental music as 

often as White students. In choral music, Black and White 

students enroll at about the same rate, while Hispanic 

students enroll approximately half as often. Small school 

districts, and schools in inner city or rural settings did 

the best at involving diverse groups of students. 

Educationally Disadvantaged Group Retention 

I did not directly measure music performance program 

retention. Music enrollments from a single year of 

contrasting student groups were compared across grade levels. 

This comparison was done in order to determine whether 

differences in educationally disadvantaged and non-

educationally disadvantaged group enrollments developed and 

widened over consecutive grade levels, or if the differences 
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appeared already in ninth grade. 

The findings of this study indicated that enrollment 

rate differences were generally greatest in the lowest grade 

measured (ninth), and tended to decrease in successive grade 

levels. Hie substantial overall differences in educationally 

disadvantaged and non-educationally disadvantaged group 

enrollments observed in the present investigation were 

therefore already existing in ninth grade, and were not the 

result of more educationally disadvantaged students dropping 

out of music programs between ninth and twelfth grades. 

Although firm conclusions regarding music program retention 

cannot be made from the data produced in this investigation, 

there seemed to be no evidence which would support a 

conclusion that educationally disadvantaged students are a 

special music program retention risk. The data from the 

present study suggest the possibility that educationally 

disadvantaged student groups may actually continue in music 

programs more often than other students. 

Tate (1962) also determined that neither a student's 

economic background nor academic achievement had any 

detrimental effect on music program retention. Kruth 

(1964/65) found that socioeconomic status (SES) did not 

associate with music program retention. Casey (1964) 

concluded as well that academic achievement was not related 

to music program retention. 
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Of special significance to the findings of the current 

investigation are those of Wolfle (1969), who found that SES 

had some effect on decisions regarding beginning music study. 

However, Wolfle found no indication that SES was in any way 

related to poorer music program retention. In fact, Wolfle 

suspected that low SES students may in fact have better music 

program retention than other students. This finding 

especially confirms the data generated in the current 

inquiry. 

The research thus far mentioned all in some way confirm 

the findings of the present investigation. At least two 

studies concluded differently, however. Both McCarthy 

(1979/1980) and Klinedinst (1989) found that SES was an 

influence on music program retention. However, both of these 

studies had reason to suspect confounding variables of 

between school differences, and neither produced an analysis 

controlling for these factors. 

In summary, it appears that educationally disadvantaged 

student groups continue along in music performance programs 

as well as their peers. There is some evidence that 

educationally disadvantaged student groups may actually have 

better music performance program retention than other 

students. Differences between music enrollments of 

educationally disadvantaged and non-educationally 

disadvantaged groups are apparent, and are in fact the 

largest, in the lowest grade levels measured. Educationally 
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disadvantaged students do not make the initial decision to 

enroll in music performance courses when the programs begin 

in fifth, sixth, or seventh grade. 

Contributing Factors to Enrollment Differences 

Scant empirical evidence is available which helps 

identify factors contributing to the differences between 

educationally disadvantaged and non-educationally 

disadvantaged group enrollments in music performance 

programs. Much of the information collected in this study 

is, to this investigators knowledge, the first of its kind. 

The discussion will begin, however, with the data available 

from other research. 

Findings from Wolfle (1969) and the present inquiry 

would indicate that lower music program enrollments by 

educationally disadvantaged groups do not develop in higher 

grade levels as a result of attrition, but are rather present 

and indeed the greatest in lower grade levels. This would 

intimate that educationally disadvantaged students do not 

begin music performance programs as often as other students. 

This locates one likely source of lower educationally 

disadvantaged music enrollments in initial enrollment 

decisions and recruitment efforts. 

Several researchers have measured student responses 

relating to the cost of instrumental music programs. 

Bulthaus (1983/1984) surveyed Iowa students and found that 



228 

instrumental music costs were among the most often reported 

and highest of all academic areas. Kruth (1964/65) 

interviewed high school seniors in Oakland, California and 

found that instrumental music students reported that cost was 

a problem. 

Were the cost of instrumental music influential on 

enrollment decisions, it could explain some of the findings 

of this study and those of the National Center for Education 

Statistics (1986). Both found that the differences between 

music enrollment rates of contrasting economic groups were 

greater for instrumental music than for vocal music. 

The present study examined other possible causes for the 

lower educationally disadvantaged group enrollment rates. An 

analysis of course availability rates showed that lower 

enrollments were not produced by a lack of enrollment 

opportunities. Indeed, educationally disadvantaged students 

often had greater music performance course availability than 

other students. When enrollment rates were then controlled 

for course availability, the differences between 

educationally disadvantaged and non-educationally 

disadvantaged group enrollment rates most often increased. 

Differences in course availability may therefore be ruled out 

as a cause for the differences in music enrollment observed 

in Texas. 

I also sought evidence which would indicate that 

districts with larger proportions of educationally 
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disadvantaged students had less favorable student/music 

teacher ratios. No significant relationships were observed. 

Therefore, there is no evidence which would support 

conjecture that differing student/teacher ratios account for 

the lower music enrollment rates of educationally 

disadvantaged groups observed in this study. 

Finally, I sought relationships between student body 

demographics and music performance program enrollment rates 

of educationally disadvantaged students. Only band 

enrollment rates showed recurring relationships to overall 

student body characteristics. In nearly all cases, higher 

proportions of educationally disadvantaged students 

correlated with higher enrollment rates of those groups. 

Only Black enrollment rates did not follow this trend. These 

data suggest that there are some demographic effects 

influencing band enrollment which are not present for either 

chorus or orchestra. One may speculate that in schools with 

few educationally disadvantaged students, there may be some 

social influences which discourage students who differ from 

the norm from enrolling in band. 

Further, I found that Hispanic band enrollment rates in 

particular are related to the ethnic makeup of the student 

body. As other ethnic group proportions in the students body 

increase, Hispanic band enrollment decreases. As the 

Hispanic proportion in the student body increases, the 

opposite is true. It is possible that Hispanic students are 
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particularly viewed as out of the social mainstream when 

their proportion in the student body is relatively low. 

In summary, the available data indicate that differences 

between educationally disadvantaged and non-educationally 

disadvantaged group enrollment rates begin when the programs 

initiate in fifth, sixth, or seventh grade. There is no 

evidence that lack of courses or teachers are responsible for 

the relatively low music enrollment rates of educationally 

disadvantaged groups. It is possible that cost contributes 

to lower educationally disadvantaged group enrollments in 

instrumental music. However, even stronger evidence from 

this study suggest that social effects may be contributing 

factors in lower educationally disadvantaged group 

enrollments. These effects are greatest in band, and for 

Hispanic students. 

Summary 

Conclusions concerning music performance program 

enrollment and course availability for educationally 

disadvantaged and non-educationally disadvantaged students 

based on the findings of this and other studies may be 

outlined as follows: (a) educationally disadvantaged 

students do not enroll in music performance programs as often 

as their peers, (b) choir comes closest to achieving equal 

enrollment, (c) lower educationally disadvantaged student 

enrollment begins when the programs initiate in fifth, sixth, 
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or seventh grade (d) large suburban type districts had the 

greatest disparity between enrollment rates of contrasting 

students groups, (e) small rural type schools came the 

closest to achieving equal enrollment, (f) these enrollment 

rate differences are not due to differences in course 

availability or varying student/teacher ratios, (g) cost and 

social effects may be contributing factors to enrollment 

differences. 

Implications 

The Role of Music Programs 

The data generated in this investigation indicate that 

Texas' music performance courses of one type or another are 

available to nearly every grade 9-12 student. Additionally, 

those courses are offered as frequently to educationally 

disadvantaged students as they are to non-educationally 

disadvantaged students. This must be considered a positive 

accomplishment for music education, and reflects well on the 

tremendous growth and development which these programs have 

undergone in Texas in the last 75 years. It is as well an 

achievement for the entire Texas public education community, 

which in the recent fiscal climate has been forced to cut all 

non-essential elements out of district budgets. Texas 

continues to display a commitment to the value of music 

performance programs. 
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On the other hand, this study found that all groups of 

students are not enrolled in music performance programs at 

the same rate. Educationally disadvantaged groups of 

students were consistently found to enroll in music programs 

less frequently than other groups of students. In many 

cases, educationally disadvantaged groups enroll half as 

often as their peers. In other situations, educationally 

disadvantaged group enrollment rates are one-fifth (or even 

less) those of other students,. 

The question then becomes one of practical significance. 

Should music performance teachers really be concerned about 

the lower enrollment rates of educationally disadvantaged 

groups? After all, there are bound to be some differences in 

enrollment rates between contrasting student classifications. 

Many music educators may feel that it is unrealistic to hope 

for equal participation of all student groups. Likewise, it 

would be difficult to come to a consensus as to whether the 

differences in enrollment rates found in this study are clear 

evidence that current music performance course conventions 

are unfair to educationally disadvantaged student groups. 

However, many music educators continue to make claims 

that public school music is for all students (Music Educators 

National Conference, 1992). Others have asserted that music 

programs are particularly well suited to engaging troubled 

youth in the school experience (Collett, 1991; Duerksen & 

Darrow, 1991; Mondugno, 1991; Schuler, 1991; Scripp & 
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Meyaard, 1991; Suzuki, 1991). The available evidence from 

this investigation and others contradicts any such 

statements. Music educators must acknowledge and come to 

terms with these findings. 

Putting the previous concerns aside, there is another 

issue which must be considered. The Texas public school 

population is in the midst of a tremendous shift, and by 2020 

will have more Hispanic students than White {Marshall & 

Bouvier, 1984). Not only is the Hispanic student proportion 

increasing, but all other educationally disadvantaged groups 

as well. At this writing, White students no longer 

constitute a majority of the Texas K-12 public school 

population. This is the reality which Texas must confront in 

the next thirty years. 

If educationally disadvantaged groups increase in 

proportion within Texas schools as predicted, and the lower 

educationally disadvantaged music enrollment rates observed 

in this investigation also continue, overall music 

enrollments will likely suffer. Texas music performance 

programs need to respond to the changes within the student 

population. This is obviously a concern for all Texas music 

educators. The consistently lower music enrollment rates of 

educationally disadvantaged groups must be considered 

troubling. 

Of course, this study found some optimistic evidence 

regarding current practices. In many instances, choir has 
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done ail excellent job of involving diverse groups of 

students. However, when one takes into account the nearly 

invariably lower enrollment rates of all educationally 

disadvantaged groups in music performance programs, the 

reflection on music education is not a positive one. 

The available evidence indicates that the differences in 

enrollment rates begin when the music programs initiate in 

fifth, sixth, and seventh grades. Moreover, there is 

evidence which would indicate that there are social effects 

which discourage students from becoming involved. It becomes 

apparent that music performance programs are not reaching out 

to recruit a diverse student population. 

Data from this inquiry demonstrate that large, suburban 

districts most often have the greatest disparity between 

educationally disadvantaged and non-educationally 

disadvantaged enrollment rates. These are the same types of 

districts which often produce the most admired and respected 

performing groups at state and regional contests. Small and 

rural schools, whose overall music enrollment rates are two 

to three times that of the larger suburban schools, were more 

successful at involving diverse groups of students. The 

methods by which we have measured success in the past are not 

helping Texas music educators prepare for the future. 

It would be appropriate at this point for music 

educators to reflect upon the goals and intentions of music 

performance programs. In music education's continuing 
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struggle to do what is in the best interest of our students, 

music educators might begin by identifying which students we 

aim to serve. Only then can we measure the effectiveness of 

our instruction. If music performance programs wish to 

remain and grow as a part of the mainstream of Texas student 

life, we as teachers need the courage to look forward to the 

needs that the future already demands. Music educators must 

seek to capture the interest of what is quickly becoming the 

core of Texas' public school population. 

The Need for Future Research 

Reliable information is a necessity for effective 

decision making. Music educators need the most accurate and 

relevant information possible in order to plan for and 

progress into the next century. The findings of this study 

lead to further questions which only further research can 

answer. 

Replications of this study in Texas and other states 

would confirm or dispute the findings of this study. 

Especially interesting would be an analysis of states with 

relatively high educationally disadvantaged student 

populations such as California, Florida, or New York. 

Analysis of data from other school years within Texas would 

also be helpful to further establish enrollment and course 

availability trends. Smaller scale studies, such as within a 

particular school district, may be a more realistic option in 
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states without a resource such as Texas' Public Education 

Information Management System. 

Other studies could be conducted which would examine the 

particularly large disparities in enrollment between 

educationally disadvantaged and non-educationally 

disadvantaged student groups in lower grade levels observed 

in this and other studies (Wolfle, 1969). True longitudinal 

studies could establish more convincingly the music 

performance program retention patterns of educationally 

disadvantaged and non-educationally disadvantaged groups of 

students. 

Particularly interesting would be case studies of school 

districts and their students during music performance program 

recruitment and through the first year of music performance 

enrollment {often sixth grade). While some empirical studies 

have been conducted in this area, none have recently focused 

on educationally disadvantaged groups of students. Such 

studies could prove helpful in understanding findings from 

the present study regarding school district demographics and 

their relationship to music enrollment. Hispanic band 

enrollment rates in this investigation were found to be 

particularly linked with district ethnicity. Qualitative 

methods could prove effective in identifying previously 

unobserved variables influencing enrollment decisions. 
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